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Abstract 
This dissertation focused on how various self-views variables (self-esteem, self-
concept, and self-concept clarity) differ across and within groups of university students, are 
influenced by internal and external factors, and predict academic and non-academic 
variables. Key models of self and group perceptions were used in deriving hypotheses (i.e., 
Shavelson, Hubner & Stanton, 1976; Bosson & Swann Jr, 2009; Stephan, Ybarra, & 
Morrison, 2009). Across the four studies, self-report questionnaires were used. Studies 1 and 
4 were completed online by international, immigrant, and Canadian born students. Studies 2 
and 3 examined only international students, involved an experimental manipulation, and 
were conducted in-lab. The aim of Study 1 was to ascertain if self-concept scores differ 
across international, immigrant, and Canadian born students. Immigrant students had higher 
math self-concept than Canadian-born students, and international students had lower verbal 
and academic self-concept than non-international students. Study 2 was designed to explore 
whether self-concepts (general, academic, and verbal) and self-esteem levels of international 
students would be affected when primed with threat, and to see whether resilience and 
acculturative stress would moderate the threat-self-views link. Scores did not differ across 
conditions and moderations were non-significant.  
In Study 3, the hypotheses in Study 2 were reexamined with a different experimental 
manipulation. Other differences between these studies were the inclusion of a positive non-
threat priming condition and measures of self-concept clarity and religion self-concept. Self-
views scores did not differ across priming conditions. However, with increasing levels of 
acculturative stress, the drop in general self-concept was smaller for those in the positive 
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non-threat condition than in the neutral condition. Study 4 assessed whether there were group 
differences in the prediction of outcomes by self-views variables. Results indicated that self-
views predict outcomes in expected ways (e.g., academic self-concept predicts GPA), but 
that there are group differences in prediction (e.g., immigrant students reported lower levels 
of life satisfaction compared to Canadian born students as levels of general self-concept 
increased). In sum, international, immigrant, and Canadian born students differ across self-
concept domains and in predictor-criterion relationships, and the self-perceptions of 
international students change depending on context. Implications for educational 
stakeholders and self-views researchers are outlined.  
 
 
 
 
 
 
 
 
 
 
Keywords 
Self-concept; self-esteem; self-concept clarity; cross-group differences; consequences of 
threat perception; academic outcomes; life satisfaction 
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Summary for Lay Audience 
 Four research studies were undertaken to better understand how various 
undergraduate students describe themselves (i.e., self-concept), feel about themselves (i.e., 
self-esteem) and to explore how clear and confident their self-perceptions are (i.e., self-
concept clarity). Specific goals of this research are as follows. A first goal was to find out if 
and how international, immigrant, and Canadian born student self-descriptions differ (in 
Study 1). A second goal was to explore self-esteem, self-concept, and self-concept clarity 
with a specific focus on international students and to find out how these variables are 
influenced by context (i.e., the presence or absence of threat), personality factors, and stress 
associated with transitioning to a new environment (Studies 2 and 3). A final goal of this 
research was to explore whether there are differences across international, immigrant, and 
Canadian born students in links between self-perceptions and relevant academic and non-
academic variables (Study 4).  
Studying these topics in a university setting is important because student self-
perceptions are associated with academic success and retention, as well as overall life 
satisfaction. Because international students are a growing component of university attendees 
and more research is required to support positive outcomes for these students, some of the 
studies here focused exclusively on international students. The findings demonstrated that 
there were differences amongst international, immigrant, and Canadian-born students in self-
descriptions (i.e., in areas of math, verbal, and academic), and in terms of links between self-
perceptions and other variables (e.g., general self-concept-life satisfaction). In the studies that 
focused on international students only, context seemed to be less relevant for self-
descriptions and self-esteem than other factors such as transition stress. These findings offer 
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insight into how university students think and feel, which in turn may be helpful in guiding 
further research on how to promote student success. 
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Chapter 1  
  Introduction 
The years in which an individual enters and obtains post-secondary educational 
training represent formative years during which several challenges are faced (Briggs, 
Clark, & Hall, 2012). The types of hardships faced include, but are not restricted to, 
loneliness during the initial transition period, living away from home and family, 
adjusting to the expectations of the university learning environment, and trouble 
maintaining good health (Pidgeon & Andres, 2005). Depending on the background that 
individuals have, different groups of individuals may face unique challenges. As one 
example, in their research, Pidgeon and Andres (2005) documented that adjusting 
culturally was a challenge for international students as compared to non-international 
students, due to factors such as difficulty forming friendships with host-national students 
and adjustment to new foods and lifestyles. 
 Although the post-secondary years are marked by several challenges, so too are 
these years a time of meaningful developmental changes. To illustrate, in terms of 
domains such as parental relationships, work by Lefkowitz (2005) has demonstrated that 
students frequently reported that as they spent more time in university, their self-
perceptions of relationships with parents became more positive. The implication of 
findings such as those reported above, is that during university, individuals experience 
self-development and change due to the myriad of challenges faced and the novel nature 
of the university experience. Understanding more about how students pursuing 
undergraduate studies perceive themselves is beneficial, given that these perceptions are 
associated with key variables in academic and non-academic realms. Three types of self-
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perceptions that are meaningful to investigate are self-concepts (i.e., self-description 
across a number of domains; Shavelson et al., 1976), self-esteem (i.e., self-evaluation; 
Bosson & Swann Jr., 2009), and self-concept clarity (i.e., the conviction with which 
individuals hold self-beliefs; Campbell, Trapnell, Katz, Heine, Lavallee, & Lehman, 
1996). These self-views variables will be outlined in greater depth in the subsections 
below. 
From an academic standpoint, evaluating oneself positively (i.e., higher self-
esteem) correlates with better overall and domain-specific (e.g., academic) adjustment to 
college (Raines & Lewandowski, 2009) and is a predictor of grade point average (Kwek, 
Bui, Rynne, & So, 2013). Academic outcomes are also affected by self-perceptions in 
specific domains (e.g., academic self-concept or self-concept in a given subject). Not 
only has evidence found that academic performance in general is predicted by academic 
self-concept (DeFreitas & Rinn, 2013), but it has also been shown that prediction of 
outcomes in a specific subject (e.g., reading comprehension) is best predicted by self-
concept scores in that area (i.e., reading self-concept; Arens, Yeung, & Hasselhorn, 
2014). Just as general and domain-specific self-perceptions are related to academic 
outcomes, so too does self-concept clarity relate to the academic domain. Evidence has 
shown that when self-concept clarity is lower, students are more likely to academically 
self-handicap (i.e., engage in counter-productive academic behaviours; Thomas & 
Gadbois, 2007).  
Self-esteem, domain-specific self-concepts, and self-concept clarity have also 
been studied alongside non-academic outcomes. In terms of self-esteem, longitudinal 
research has shown that those with higher levels of self-esteem during their university 
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tenure were more likely to be working full-time, were more satisfied with their jobs, and 
less likely to be burnt out a decade later (Salmela-Aro & Nurmi, 2007). Domain-specific 
self-concepts, such as self-perceptions of physical appearance, are relevant for overall 
wellness. Specifically, students with poorer self-perceptions of physical appearance (i.e., 
those who are dissatisfied with their bodies) have been found to be more at risk for 
pathological eating (Stice & Shaw, 2002). With respect to self-concept clarity, higher 
levels have been tied to key outcomes such as greater psychological well-being (Hanley 
& Garland, 2017). An in-depth exploration of the self-perceptions of university students 
is beneficial to academic institutions such as Western University. When students have 
self-perceptions which are not favorable in the academic domain, not only are they more 
prone to poorer academic performance, but they could also be vulnerable to attrition in 
the long run (Whannell & Whannell, 2015). Similarly, it is important to be aware of how 
students perceive themselves in domains such as social relationships, because self-
perceptions in these domains may have effects on outcomes at university. In a study of 
academic and non-academic factors influencing university outcomes, social support and 
involvement both were moderate predictors of GPA and retention (Lotkowski, Robbins, 
& Noeth, 2004).  
The overall aim of this dissertation research is to explore and better understand 
how different self-views (i.e., self-esteem, self-concept, and self-concept clarity) shape 
outcomes (e.g., life satisfaction or GPA), are shaped by predictors (e.g., the presence of 
threat-related contextual information), and differ across international students, Canadian 
born students, and immigrant students. To achieve this aim, a set of studies were 
conducted wherein members of these student groups were either directly compared, or 
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where relevant, one group was the exclusive focus. The overarching research questions 
which I sought to address in this research include:  
Study 1: Is there meaningful variation in self-views (i.e., self-concept domains) 
across students who are international, immigrant, or Canadian born?  
Studies 2 and 3: How do state self-views (i.e., self-esteem, self-concept, and self-
concept clarity) change as a function of the presence or absence of threat, 
resilience, and acculturative stress in samples of international students?  
Study 4: How do different types of self-views (i.e. self-esteem, self-concept, and 
self-concept clarity) differentially predict key outcomes (e.g., academic 
performance and life satisfaction) across international students, immigrant 
students, and those who are Canadian born?  
  Description of Key Research Groups 
Internationalization in higher education is burgeoning and the Organization for 
Economic Cooperation and Development projects that by 2025 there could be up to 8 
million international students worldwide (International Consultants for Education and 
Fairs Monitor, 2016). The Canadian international student population has grown sizably 
from 2010 to 2017 (i.e., 119% increase), and 19 out of every 20 students who arrive 
endorse Canada as a top study location (Canadian Bureau for International Education, 
2018a). Students choose an international education for several reasons such as the pursuit 
of knowledge, for self-expansion and self-enrichment, and to build networks with those 
from different cultures (Sherry, Thomas, & Chui, 2010). However, as international 
students adjust to their environment, they may face challenges such as adjusting to a 
curriculum different from that of their home country, struggling with friendship 
formation, feeling discriminated against, and financial burden (Smith & Khawaja, 2011). 
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This said, international students find mechanisms for coping with acculturation 
challenges which include but are not limited to partaking in hobbies, getting support from 
individuals such as peer guides and the community, and arriving at the host country with 
prior knowledge (Moores & Popadiuk, 2011).  
Non-international students, in the context of this research, refer to two distinct 
types of students, namely immigrant students and those born in the host country (e.g., 
Canadian born). Choices for attending university, challenges experienced, and coping 
mechanisms share overlap with and deviate between non-international and international 
students. Some research has shown that although both sets of students enroll in university 
for an outcome such as better future earnings, this factor is a stronger motivator for non-
international students (Balloo, Pauli, & Worrell, 2017). Non-international students from 
Canada have also been reported as displaying greater difficulty with the switch from 
secondary to post-secondary education than international students (Pidgeon & Andres, 
2005). In a study of American students and their international peers, the former group 
used externalizing coping mechanisms (e.g., smoking or drinking and other behavioural 
responses) more often (Misra & Castillo, 2004). Meaningful variation between these 
groups also exists across domains such as leadership self-efficacy (Nguyen, 2016) and 
satisfaction with the university experience (Mavondo, Tsarenko, & Gabbott, 2004). 
Some research has shown that immigrant students and those who are non-
immigrants (i.e., of Canadian origin) differ in meaningful ways. In one study, students 
who were classified as both immigrants and minorities were more likely to experience 
hassles from the outgroup than those who were immigrant non-minorities or non-
minority non-immigrants (i.e., of Canadian birth origin; Lay & Safdar, 2003). Another 
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difference found in this research was that immigrants reported more hassles from family 
than non-immigrants (Lay & Safdar, 2003). Other research on students in Canadian 
schools showed that predictors, such as socioeconomic status, only influenced science 
achievement for non-immigrant students, whereas factors, such as teacher shortage, were 
only significant amongst immigrant students (Areepattamannil & Kaur, 2012). 
Furthermore, some predictors, such as student attitudes, were significant for both sets of 
students (Areepattamannil & Kaur, 2012). From these findings, a key takeaway message 
is that by separating immigrant and non-immigrant (i.e., Canadian born) students for 
analyses, researchers can avoid the risk of masking meaningful differences.   
The research provided in this subsection is intended to introduce the three student 
groups of interest for this dissertation (i.e., international students, immigrant students, and 
Canadian born students), and to illustrate that these groups can differ meaningfully across 
a range of domains. When the terms international student, immigrant student, and 
Canadian born student are used in this research, the definitions used to characterize these 
groups are as follows. A Canadian born student is a student who identifies as having been 
born in Canada. International students are students who are in Canada for the purpose of 
studying abroad. Immigrant students represent students who have immigrated to Canada 
in the past. A combination of pre-screening criteria and answers to demographic 
questions within the studies were utilized to accurately delineate which students belonged 
in each of these groupings. 
 A Snapshot of Diversity across Provincial and Institutional Lines 
To adequately assess differences and similarities between international, 
immigrant, and Canadian born students in this research, it is important to first be aware of 
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relevant statistics concerning these groups in the Canadian context. Since this research 
was conducted at Western University, it is meaningful to examine statistics from Ontario. 
Where available, statistics specific to Western University are provided. In terms of 
international students, per the Canadian Bureau for International Education (CBIE, 
2018a), the top source countries for international students entering university are as 
follows: China, India, South Korea, France, and the United States. Additionally, it is 
relevant to note that nearly half (i.e., 43.6%) of the international students in Canada (at all 
levels of study) are pursuing education in Ontario (CBIE, 2016). In line with this statistic 
on international students, between 2011-2016, 39% of immigrants to Canada chose 
Ontario as their settlement destination (Ontario Ministry of Finance, 2017). Given the 
high proportion of immigrants and international students in Ontario, exploring these 
groups could yield useful insights.  
Additionally, Ontario enrollment statistics also provide an indication of the 
diversity of the student population. As per 2016-2017 statistics from the Ontario Ministry 
of Advanced Education and Skills Development reported on the website of the Council of 
Ontario Universities, a total of 390,596 undergraduate students were enrolled in the fall 
for full-time study, of which 43,258 were international students. Narrowing down even 
further, in terms of university-specific statistics, one report from 2016 showed that about 
7% of entering students to Western University came in from different provinces or 
territories, and that about 8% were international students (Jonker & Hicks, 2016). 
Western University reported in its advertising material that it is host to “4500 
international students from 121 countries” (Western University, 2019, p.2).  
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These statistics indicate that from the national level to the institutional level, 
many students with diverse backgrounds (e.g., international) are in or are interested in 
attending university. Findings from a recent news report have shown that one metric 
which is not gathered or under-collected by most universities is about racial or cultural 
diversity (McDonald & Ward, 2017). This said, knowledge of the racial and cultural 
affiliations of students was described as a crucial metric, as it could be used to provide 
specialized services to students based on diversity and to better track success (McDonald 
& Ward, 2017). As such, research such as in the present studies, which not only collects 
information about student type (e.g., immigrant), but also about variables such as self-
rated ethnic background and minority status fills a gap in the literature. The statistics 
presented in this subsection provide a strong case for studying group differences which in 
turn would enable the provision of better supports for students with diverse backgrounds.  
 Why compare diverse sets of students?  A key reason to compare diverse 
sets of students, especially those in their first year of transitioning into university, is 
because this reflects an understudied area (Pidgeon & Andres, 2005). Further 
examination of immigrant, Canadian born, and international students either by focusing 
on a specific group or in comparative research would enrich the higher education 
literature base. A secondary reason for comparing diverse groups is because insights from 
research on mature students has shown that mature students have unique experiences 
from traditional students in the academic domain, and this finding has been used to 
support the assertion that a “one size fits all approach” cannot be applied when studying 
students in higher education (Kantanis, 2002, p.4). Applying this logic to the scenario at 
hand, international, immigrant, and Canadian born students have differences in their 
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backgrounds, and as such, in addition to studying such individuals using superordinate 
groupings, such as undergraduate students, by treating these groups separately and further 
examining subgroups within each group, rich insights can be yielded.   
 Outlining research on self-views. In this section, relevant literature about 
self-views is presented as a means of informing readers about the key topic of interest in 
this dissertation. Self-views refer to different types of self-reflection that individuals can 
engage in, and examples of self-views include self-concept and self-esteem (Huitt, 2011). 
Although these types of self-views have often been studied independently, with a greater 
focus placed on self-esteem, Swann Jr, Chang-Schneider, and Larsen McClarty (2007), 
have indicated that self-concept and self-esteem can be considered as members of an 
overarching meta self-views category. The advantage of examining different self-views, 
as opposed to only one, is that it enables better prediction of meaningful outcomes 
(Swann Jr. et al., 2007). Additionally, an accumulation of evidence supports the 
examination of metacognitive features of self-views (e.g., self-concept clarity) as a means 
of improving the prediction of outcomes by self-views (Swann Jr. et al., 2007). For the 
sake of this dissertation, the meta self-views framework has been adopted (for an 
overview see Bosson & Swann-Jr., 2009). However, depending on the central research 
question examined in each study, only self-concept or self-esteem may be focused on, 
both may be examined, or in some cases, a metacognitive feature of self (i.e., self-
concept clarity) may be studied in conjunction with self-views. In the subsections below, 
literature on the following will be described: self-concept, self-esteem, and self-concept 
clarity. It should be noted that these topics will be revisited in greater detail as needed 
when providing context for each individual study in follow-up chapters. 
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  A definition of self-concept.  Self-concept refers to the sum-total of  
components that concerns how an individual sees herself across various domains 
(Shavelson, Hubner, & Stanton, 1976). Based on an aggregate of various past definitions 
of self-concept, Shavelson et al. (1976, p. 411) identified the following seven elements as 
characteristic of self-concept: differentiable, organized, stable, multifaceted, 
developmental, evaluative, and hierarchical. Self-concept is organized in that self-
relevant information is subdivided into meaningful categories (e.g., friendships). These 
different categories represent different important areas to the individual, and self-concept 
is multifaceted in that it not only refers to an overall description of an individual, but also 
considers different facets of an individual (e.g., self-related content in the domain of 
academics). These facets of self-concept are hierarchical in that general self-concept may 
branch into domains, such as social or academic, which in turn may branch into 
subdomains, such as math or verbal. 
The developmental component of self-concept involves considering the effects of 
age on self-concept development and change (Shavelson et al., 1976). Specifically, 
whereas young children have self-concepts that are primarily focused on one facet (i.e., a 
global self-concept), older individuals have the capacity to distinguish between different 
aspects of self, and they are able to have more elaborate self-concepts (i.e., domain 
specific self-concept is also considered; Shavelson et al., 1976). In terms of stability, 
general self-concept does not fluctuate easily, whereas domain specific self-concept has 
less stability due to it being shaped by specific situations. Another aspect of self-concept, 
namely evaluation, refers to the notion that individuals rate themselves against peers or 
against criteria (e.g., an ideal self or societal standard) in addition to providing general 
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self-descriptions in a given domain. The final aspect of the self-concept definition is that 
it is different from other constructs (e.g., academic self-concept is not the same as 
academic achievement; Shavelson et al., 1976). 
 Defining self-esteem and distinguishing it from self-concept. Self- 
esteem refers to how people feel about themselves (Bosson & Swann Jr., 2009). In a 
review by Brown and Marshall (2006) it was outlined that such evaluations can be global 
(i.e., self-esteem at the trait level), transient self-evaluations based on reactions to 
emotionally-charged events (i.e., state self-esteem), or self-appraisals in specific domains 
(e.g., esteem in the math domain). One distinction between self-concept and self-esteem 
is that the former is more cognitive in nature and concerns self-description (i.e., Who am 
I? is the question being answered), whereas the latter is more affective in nature and is 
about self-evaluation (i.e., What do I feel about who I am?; Huitt, 2009; Bosson & Swann 
Jr. 2009; Swann Jr. et al., 2007). A second distinction between self-esteem and self-
concept is that each type of self-view predicts some outcomes well that which the other 
self-view predicts poorly (Swann Jr. et al., 2007). Self-esteem has been shown to be a 
better predictor of broad outcomes such as adjustment indices (e.g., depression or 
adaptation), whereas self-concepts, especially those which are domain-specific, are better 
predictors of specific outcomes (e.g., academic self-concept predicts academic 
achievement; Swann Jr. et al., 2007). 
In the Shavelson et al. (1976) model, self-esteem and general self-concept are 
considered as roughly synonymous. However, research which has simultaneously 
measured self-esteem and general self-concept (based on an aggregate of self-concept 
domains) has shown correlations which are high, but not collinear (e.g., r = .48; 
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Rodriguez & Loos-Sant'Ana, 2015), suggesting that the two are distinct constructs. In 
other research on various self-concepts and self-esteem, general self-concept was found 
to correlate highly with self-esteem, whereas domain-specific self-concepts (e.g., honesty 
or parent) were moderately related (r = .21-.51; Chu, 2002) suggesting that self-concepts 
and self-esteem are not equivalent. In a review of self and identity, Baumeister (2005) has 
delineated that self-esteem is a component of self-concept (i.e., it can be considered as a 
construct nested within a construct). To clarify, when a person provides a self-description 
(e.g., I am an athlete), the attachment of a value judgement to this statement would be 
incorporating self-esteem into self-concept (e.g., I am a good athlete). However, it is 
possible to study self-description separately from self-evaluation (i.e., to empirically 
disentangle self-esteem from self-concept) with techniques such as open-ended probative 
questions (Oyserman, Elmore, & Smith, 2012). Considering the literature outlined, the 
meta self-views framework (Bosson & Swann Jr., 2009) mentioned earlier offers a way 
to encompass these related self-perceptions. 
 Defining self-concept clarity and why it matters. The term self- 
concept clarity refers to the degree to which people feel confident about their self-beliefs 
underlying different self-concept domains, as well as how internally consistent and stable 
these beliefs are over time (Campbell et al., 1996). It is possible for a person to hold very 
clear, yet inaccurate self-beliefs given that self-concept clarity is a subjective variable 
(Campbell et al., 1996). Having higher levels of self-concept clarity is seen as desirable 
since it is meant to imply that individuals are certain about themselves and that their self-
information is organized in a manner that facilitates adjustment and development (Britt & 
Odle-Dusseau, 2007; Crocetti & Van Dijk, 2016). In contrast, lower levels of self-
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concept clarity suggest that individuals are confused about self-aspects and it has been 
related with higher levels of maladaptive correlates such as stress, depression, and 
anxiety (Britt & Odle-Dusseau, 2007). However, higher self-concept clarity should not be 
equated with self-positivity nor is it always adaptive. In support of this view, it has been 
shown that amongst those with low self-esteem, lower self-concept clarity involved both 
positive and negative self-views (Campbell, 1990). Also, Campbell (1990) has discussed 
how if individuals hold clear negative self-perceptions, then this may contribute to a 
decline in mental health. That said, a large proportion of existing research examines self-
concept clarity as beneficial and this is the approach taken here.  
A clear self-concept has been empirically linked to many prosocial variables. To 
start, dispositional mindfulness (i.e., the tendency to be aware and acknowledge 
surroundings) has been shown to positively relate to self-concept clarity (Hanley & 
Garland, 2017). Furthermore, mindful individuals had more clarity in their self-concepts, 
which in turn corresponded with greater psychological well-being (Hanley & Garland, 
2017). Also, those with higher levels of clarity may be able to handle conflict in more 
adaptive ways and supporting this claim it has been shown that higher levels of self-
concept clarity corresponded with a problem-solving approach that was active and 
included cooperation (Bechtold, De Dreu, Carsten, Nijstad, & Zapf, 2010). In the domain 
of relationships, self-concept clarity has been found to significantly predict how 
committed and satisfied one is in a relationship, with higher levels of self-concept clarity 
indicating greater relationship quality (Lewandowski, Nardone, & Raines, 2010). Just as 
self-concept clarity is beneficial in the social domain (i.e., with respect to relationship 
quality), so too have links been demonstrated in the academic domain (e.g., Thomas & 
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Gadbois, 2007). Thomas and Gadbois (2007) showed that holding more clear and 
confident self-views correlated with and was predictive of a decreased tendency to 
engage in self-handicapping in the academic domain. In another study, self-concept 
clarity was significantly tied to overall adjustment to college, personal adjustment to 
college, and marginally associated with academic adjustment (Raines & Lewandowski, 
2009). 
  How are self-concept, self-esteem and self-concept clarity related?  At  
this juncture, an explanation of how self-esteem, self-concept, and self-concept clarity are 
related would be beneficial to enhance comprehension of these constructs. Self-concept 
has two key sets of components (i.e., contents and structure; Campbell et al., 1996). 
Contents of self-concept can be described as statements of self-description and self-
evaluations (Campbell et al., 1996), and in contrast, self-concept structure can be defined 
as the organization of self-concept content (Campbell et al., 1996). The dual nature of 
self-concept is emphasized in the definition of self-concept positioned by Shavelson et al. 
(1976). Self-concept clarity refers to one of many different structural components of self-
concept. In contrast, general self-concept, self-esteem, and domain specific self-concepts 
all refer to different contents of self-concept. Some scholars have examined the ways in 
which self-concept content and structure are associated (e.g. Campbell, 1990; Findley, 
2013; Wu, Watkins, & Hattie, 2010). As a start, Campbell (1990) demonstrated that 
individuals who had high self-esteem, as opposed to those with low self-esteem, had 
greater levels of self-concept clarity. Additionally, recent research has corroborated that 
self-esteem and self-concept clarity are positively associated (Findley, 2013). Also, self-
concept clarity has been found to correlate with the following self-concepts: social, 
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intellectual, family, and physical self (Wu et al., 2010). The studies mentioned above 
showcase the ways in which self-concept structure and content have been studied in the 
past as well as the types of findings which have emerged. 
  Theoretical Model Selection and Rationale  
The Shavelson, Hubner, and Stanton (1976) model was chosen as the core 
theoretical model guiding the research design for the set of dissertation studies discussed 
here. Per the Shavelson et al. model (Marsh & Shavelson, 1985), general self-concept is 
further subdivided into academic and non-academic self-concept. Non-academic self-
concept comprises the following three types of self-concept: social, emotional, and 
physical (Marsh & Shavelson, 1985). Academic self-concept is then further delineated 
into subject-specific self-concepts, and the subjects identified by these theorists were 
English, math, history, and science (Marsh & Shavelson, 1985). Social self-concept is 
subdivided into peers and significant others, emotional self-concept is represented by 
emotional state, and physical self-concept is represented by physical ability along with 
physical appearance (Marsh & Shavelson, 1985). Lastly, each of the specialized self-
concepts (e.g., physical ability) is broken down into evaluations of specific situations in 
which behaviours related to that domain are visible (Marsh & Shavelson, 1985). An 
example of an evaluation of a specific situation for physical ability self-concept would be 
self-acknowledgment of stamina and endurance when engaged in sports or physical 
activities (Marsh & O’Neill, 1984).  
A key reason for following the multifaceted model of self-concept is because this 
model has received support in several empirical tests (e.g., Shavelson & Bolus, 1982; 
Marsh & Shavelson, 1985). In an investigation of students in junior high, Shavelson and 
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Bolus (1982) found general self-concept, academic self-concept, and subject-specific 
self-concepts (e.g., math self-concept) to be related (i.e., there are correlations), however, 
these constructs are different enough to warrant being considered as separate. The study 
also found that self-concept could be differentiated from other constructs such as 
academic achievement, because self-concept models which clustered subject-specific 
achievement (i.e., grades) with subject specific self-concept were less robust than models 
which treated these constructs as distinct (Shavelson & Bolus, 1982).  
Findings from a number of studies were organized and presented by Marsh and 
Shavelson (1985), who showed that self-concept is structured hierarchically across age 
groups. However, as individuals progress from pre-to-late adolescence, this hierarchy 
becomes less rigid, and more differences across self-concept domains can be found 
(Marsh & Shavelson, 1985). The Shavelson et al. model has been modified in some cases 
to focus on specific domains (e.g., the Marsh/Shavelson Model is predominantly 
concerned with academic self-concept; Marsh & Shavelson, 1985), or to test new 
possible domains which can fit in the existing framework (e.g., artistic self-concept; 
Vispoel, 1995). In testing whether artistic self-concept fits within the framework of the 
Shavelson et al. model, Vispoel (1995) found that subdomains such as art and dance fit 
better under a higher order self-concept factor labelled as artistic as opposed to other 
academic or non-academic factors. Furthermore, artistic self-concept was best 
conceptualized as independent from both academic and non-academic self-concept 
(which subsumes domains such as moral, physical, and social; Vispoel, 1995). These 
findings are in line with the Shavelson et al. model, since they provide support for the 
view of self-concept as hierarchical and multifaceted.  
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Overall, using the Shavelson et al. model as a starting point to guide research 
makes sense for the following two reasons. Firstly, in addition to the framework being 
tested and supported in various studies (see literature above), the framework is referenced 
and used in current research studies ranging from research dissertations (e.g., Snyder, 
2016) to published articles in scholarly journals (Datta & Talukdar, 2016). To further 
emphasize this point, Dixon, Craven, and Martin (2006, p.1) reported in their review of 
self-concept that “the model that has received the most empirical support is that of 
Shavelson et al. (1976) who attempted to remedy the significant problems in self-concept 
research by proposing a multi-faceted hierarchical model”. Secondly, using a 
multidimensional model, such as that by Shavelson et al., is in keeping with the shift in 
the field from studying self-concept from a unidimensional perspective towards a multi-
dimensional perspective (Van Zanden, Marsh, Seaton, & Parker, 2015). Specifically, 
multidimensional models such as that by Shavelson et al. show strengths over 
unidimensional models in terms of content domain coverage, improvement in various 
forms of validity (e.g., predictive), and have been used to develop robust measurement 
scales which have contributed to scientific advances (Van Zanden et al., 2015). 
  Core Measurement Scale Selection and Rationale 
Once the theoretical model of self-concept was decided upon, the next logical 
decision to make was to select a measurement instrument of self-concept. The Self-
Description Questionnaire III for Late Adolescents (SDQ-III; Marsh & O’Neill, 1984) 
was the measurement instrument of choice used across the studies in this research. The 
full scale comprises 136 items which are distributed across 13 subscales. For the sake of 
clarity, a brief description of each subscale (i.e., self-concept domain) is presented along 
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with a sample representative item. Unless specified otherwise, all these descriptions are 
based on the items reported in Marsh and O’Neill (1984) as well as a description table 
from Marsh (1989). General self-concept refers to perceptions one has about the self as a 
whole, as opposed to evaluations about the self in a given domain (e.g., Overall, I do lots 
of things that are important). Academic self-concept concerns self-perceptions about 
proficiency in academics as well as the importance one places on academic study and 
performance (e.g., I get good marks in most academic subjects).  
Religion/spirituality self-concept refers to the extent to which beliefs and 
behaviours associated with religion and spirituality are central to the way an individual 
characterizes herself (e.g., I believe that there will be some form of continuation of my 
spirit or soul after my death). Mathematics self-concept is concerned with ratings of the 
comfort level, confidence, and enjoyment that individuals have in the domain of 
mathematics (e.g., I have hesitated to take courses that involve mathematics). Verbal self-
concept can be defined as the degree to which a person feels that reading comprehension, 
expression through writing, vocabulary etc. are areas of importance in which she thrives 
(e.g., I have a poor vocabulary). Problem-solving/creativity self-concept can be described 
as a self-evaluation of the degree to which one is creative, innovative, and adept at 
solving problems (e.g., I enjoy new ways of working out solving problems). 
Honesty/reliability self-concept concerns whether one sees honesty, reliability, being just 
and fair in dealings etc. as integral components when describing herself (e.g., I value 
integrity above all other virtues).  
Emotional stability/ security self-concept refers to the emotional state that 
individuals believe they possess (i.e., whether individuals feel that they are composed and 
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happy in comparison with being dejected and tense). A sample item reads as follows: I 
tend to be a very nervous person. Relations with same sex peers self-concept refers to 
whether a person believes that she is liked by members of the same sex, whether she has 
many friendships with same sex peers, and whether she is able to socialize effectively 
with these individuals (e.g., Most people have more friends of the same sex than I do). 
Relations with opposite sex peers self-concept refers to whether a person feels that 
members of the opposite sex like her, whether she can socialize effectively with these 
individuals, and whether she feels comfortable forming friendships and communicating 
with those of a different sex. An example item would be as follows: I am comfortable 
talking to members of the opposite sex.  
Physical appearance self-concept concerns the way individuals perceive their 
outward appearance as well as the general level of satisfaction expressed with bodily 
features (e.g., weight). A sample item from this scale reads as follows: I have nice facial 
features. Physical abilities self-concept pertains to whether an individual believes she is 
athletic and enjoys physical activity (e.g., I have good endurance and stamina in sports 
and physical activities). Lastly, relations with parent self-concept can be described as the 
extent to which an individual has liking for her parents and believes that she and her 
parents have smooth interactions and agree on important matters. A representative item 
from this scale would be as follows: My parents understand me. Either some subscales 
from the SDQ-III or the scale in its entirety are used in all the research studies subsumed 
in this dissertation. 
It is important to briefly discuss the factor structure of the SDQ-III prior to 
moving forward to explaining why this a good measure to use. Recall that one aspect of 
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the Shavelson et al. model (1976) states that a feature of self-concept is that it is 
hierarchical wherein general self-concept can be subdivided into increasingly specific 
academic and non-academic self-concept domains and subdomains. When the SDQ-III 
(Marsh & O’Neill, 1984) was created and initially examined, the 13-factor model had 
good statistical fit; however, evidence did not support a hierarchical factor structure. Only 
small intercorrelations were found amongst the SDQ-III subscales and neither were there 
strong correlations between general self-concept and domain specific self-concepts nor 
were there strong correlations between pairs of domain-specific self-concepts. An 
explanation the authors provided for this lack of hierarchical structure is that it is 
consistent with an account that as individuals get older, their self-concept domains 
become more distinct. Other researchers have corroborated that the factors of the SDQ-III 
are relatively distinct (e.g., Marsh & Byrne, 1993; Vispoel, 1995). 
The SDQ-III was selected for a number of reasons. One reason for selection is 
that the scale has a focus on late adolescents, specifically those ranging between 16 and 
25 (Leach, Henson, Odom, & Cagle, 2006). One report from Statistics Canada showed 
that university students in Canada ranged in age from 18 to 25 (Dale, 2010). Also, recent 
research from the Canadian University Survey Consortium (CUSC, 2016) has indicated 
that on average almost 2 out of every 3 first year undergraduate students are 18 or 
younger. Given that this research is primarily interested in university students of diverse 
backgrounds, and that most university students fall within the age range this scale was 
designed for, it was decided that this scale would be relevant for use with the samples of 
interest. Other reasons for selecting this measure are as follows: (a) this scale was 
designed based on the core principles underlying the Shavelson et al. model (Marsh & 
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O’Neill, 1984), and (b) the psychometric merit of this scale has been well-documented in 
past research (e.g., Byrne, 1988; Leach et al., 2006). The SDQ-III can be found online at 
http://www.jstor.org/stable/pdf/1434540.pdf.   
 Rationale for Using Mean Differences to Compare Across Different Groups.  
A key aspect of this dissertation is to better understand differences across diverse 
groups of students. Of note, the central focus of the first study is to see whether there are 
meaningful differences across international, immigrant, and Canadian born students on 
domains of self-concept. For the purpose of comparison across groups, a decision was 
made to look at whether mean scores on variables of interest were significantly different. 
In the cross-cultural psychological literature, comparing means across different cultural 
groups is an oft-utilized procedure to see if differences exist (Steinmetz, 2012). However, 
a caveat to this approach is that a mean difference across groups may not necessarily 
imply that the groups differ on the construct of interest (Veenhoven, 2012). There is the 
possibility that mean differences in a study may be emerging as a consequence of 
difficulty with the language of questionnaire administration serving as a confound, or 
other factors such as concept familiarity (Veenhoven, 2012). 
One reason why a mean difference comparison approach was utilized is because 
although this research is cross-cultural in nature (i.e., members from different cultural 
groups were examined), the groups that were compared were expected to be 
heterogenous in nature (e.g., current statistics state that the 4500 international students at 
Western are from 121 different countries, and  approximately 30% of the overall student 
body at Western come from countries other than Canada; Western University, 2019). 
These statistics suggest that subsamples from the overall student population may be 
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multiethnic in nature. As such, a mean difference approach was favored because it was 
posited that if differences were documented at this broad level, then using demographic 
information collected on the samples, it would be possible to make logical conjectures as 
to the source of underlying differences. Put differently, the analyses of mean differences 
were to see whether groups would differ, and this knowledge in turn would allow for 
theorizing as to why such differences may emerge and what that might consequentially 
mean. A second reason why a mean differences approach was favored is because this 
reflects an oft-used approach used by researchers who are engaging in comparisons of 
variables across the groups of interest. As a recent example, Skromanis (2018) used t-
tests to compare international and non-international students on variables related to health 
and well-being.  
Although a mean difference approach was employed, efforts were taken to 
provide useful additional information about the robustness of measures and the nature of 
interrelationships amongst variables across the three groups of interest. Specifically, 
where applicable, instead of simply reporting mean differences, correlation matrices of 
key variables across groups of interest are provided (to document interrelationships) as 
are reliabilities of measures across the different study subsets (to see if a scale was robust 
across samples). Additionally, since mean differences may be stemming from various 
factors, one such factor was examined in close detail (i.e., social desirability). In a review 
chapter on social desirability in cross-cultural research, Johnson and van de Vijver (2004) 
discussed that the term has been interpreted in two different ways (i.e., as a response style 
versus as a personality variable). From a response style perspective, questionnaire 
responses may be biased by the tendency for participants to present an overly positive 
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picture of themselves. In contrast, proponents of a social desirability as substance 
(personality) perspective assert that social desirability correlates in meaningful ways with 
expected variables (e.g., measures of altruism) and validity is not always enhanced 
through the control of social desirability. 
Past research has indicated that those from collectivistic cultures (e.g., Asian and 
Latino) may show enhanced social desirability due to cultural norms surrounding 
conformity or need for approval (Johnson & van de Vijver, 2004). Applied to this 
research, there is the possibility that certain types of students may find it potentially 
desirable to be modest and this could influence differences across groups (i.e., social 
desirability may be driving lower scores on some variables). Particularly salient for this 
research is the awareness that Asia represents a source continent for most international 
students to Canada (Canadian Bureau for International Education, 2018a). Upon 
consideration of past literature, a decision was also made to examine whether social 
desirability differed across groups of students, was particularly high for international 
students, or correlated with key study variables in a collinear manner. The rationale 
behind this choice is that it could yield insights into the role of social desirability in better 
understanding findings from this research. 
 A Note about Statistical Significance Level  
Although conventional significance cut-offs of p < .05 were generally used in this 
research, a decision was made to discuss findings for core analyses in the range of p 
between .05 and .08. The reason this approach was taken is because the study of self-
views amongst those in higher education represents an understudied area, and as such, it 
was believed that discussing these findings would be a useful way of indicating to readers 
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potential areas that might warrant further investigation. It should be noted that throughout 
this dissertation, when findings >.05 are reported or discussed, these findings are clearly 
described as such, and mention is made to how such findings should be interpreted with 
caution and more work needs to be done to verify these findings.  
 A Note about Multiple Testing 
Across the four studies conducted, an important point to note is that multiple 
comparisons and statistical tests were to be done. As an illustration, in Study 1, gender 
and student group differences are compared in thirteen domains of self-concept. 
Performing multiple comparisons has been described as a problematic approach, because 
this can increase the likelihood of a Type I error (i.e., a chance finding being falsely 
labelled as a statistically significant finding; Streiner & Norman, 2011). A standard 
recommendation has been to correct for multiple testing using an adjusted significance 
value (e.g., Bonferroni correction; Streiner & Norman, 2011). In the case of this research, 
a decision was made to not correct for multiple testing. This decision was driven by the 
understanding that in an attempt to control Type 1 error, correction procedures such as 
Bonferroni can result in increases in Type 2 error (i.e., under identification of statistically 
significant findings; Streiner & Norman, 2011). Additionally, this set of studies has 
several exploratory components, and adjustments are not recommended in research which 
is exploratory (Althouse, 2016). The approach that was taken was to state that adjustment 
for multiple comparisons is not being done and instead to report significance values and 
related metrics such as effect size, as this has been described as an appropriate alternative 
approach (Althouse, 2016).  
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 Chapter Summary 
In Chapter 1, readers were provided with key literature on the following topics: 
self-views variables under investigation (i.e., self-esteem, self-concept, and self-concept 
clarity), participant groups to be used (i.e., international students, immigrant students, and 
Canadian born), the rationale for why the Shavelson et al model (Shavelson et al., 1976) 
was selected as a guiding theoretical model, and the basis for choosing the Self-
Description Questionnaire III for Late Adolescents (SDQ-III; Marsh & O’Neill, 1984) as 
the core measurement instrument. In addition, the key research questions which were to 
be examined across four studies were clarified. The justification for studying mean 
differences, an explanation for why findings >.05 were discussed, and the approach taken 
to handle multiple testing were also outlined. In the following chapter, Study 1 will be 
described and discussed. The intention of Study 1 was to tap into the underexplored topic 
of whether there is meaningful group-based variation in self-concept amongst students in 
higher education. Whereas Studies 2-4 are designed to explore antecedents and/or 
outcomes of self-views, this study is more foundational and looks at how a specific type 
of self-view (i.e., self-concepts) differs in pre-existing groups. 
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Chapter 2                                                                                                                                
Study 1: Thinking about Yourself: Comparing Self-Concept Domain Differences 
between Immigrant, Canadian born, and International Students 
  Introduction  
The goal of Study 1 was to determine whether and in which domains would 
students who are immigrant, international, or Canadian born show self-concept 
differences. A secondary aim, for the purpose of comparing against past research, was to 
examine whether scores on self-concept domains would show variation across genders. 
Self-concept refers to the combination of self-aspects that come to mind when individuals 
form overall self-perceptions (Shavelson et al., 1976). Self-aspects vary from being very 
diffuse (e.g., general self-concept) to very specific (e.g., math1 or verbal self-concept). 
Among late adolescents and those in early adulthood (e.g., those in undergraduate 
studies), self-concept differs across characteristics such as gender and faculty (Rubie-
Davies & Lee, 2013), and aspects of self-concept (e.g., intellectual ability or creativity) 
are predictive of outcomes such as GPA (Boulter, 2002). Research on the self which uses 
samples of elementary and high school students is abundant, but less is known about 
those in higher education (Rubie-Davies & Lee, 2013).  
Some research has explored self-concept differences between international and 
American students, and shown that in some instances, across groups, effects are similar 
(e.g., women had lower self-concept scores; Zhou & Cole, 2016), and in other instances, 
scores differed across groups (e.g., international students had higher scores than 
American students on self-concept domains such as aspiration and leadership/initiative; 
 
1
 For the sake of space, titles of self-concept domains will be shortened throughout the paper from this 
point forward. Some examples are as follows: religion self-concept will be used instead of 
religion/spirituality, same sex and opposite sex will be used instead of relations with same sex peers and 
relations with opposite sex peers, and so forth. The full titles of these domains are presented in Chapter 1. 
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Reynolds & Suh, 2005). To clarify, lower self-concept in a given domain implies that an 
individual has lesser specialization in and self-knowledge about that domain as compared 
to a domain in which the individual has a higher self-concept score. In the measure of 
self-concept used in this study (i.e., SDQ-III; Marsh & O’Neill, 1984), a higher score on 
self-concept indicates how true a self-description is of a person (i.e., if a score is higher 
this indicates the participant views the descriptive statement as accurate).   
More research on self-concept differences between international and non-
international students is necessary because these two groups vary on key domains such as 
means of coping (Sapranaviciute, Perminas, & Pauziene, 2012), and factors that 
contribute to satisfaction with the university experience (Mavondo et al., 2004). With 
respect to the study of self-concept amongst immigrant students, a primary focus has 
been to compare immigrant and non-immigrant students across self-concept domains and 
other outcome measures (Areepattamannil & Freeman, 2008; Giavrimis, Konstantinou, & 
Hatzichristou, 2003). Considering such findings, understanding group-based variation in 
self-concept would assist in determining what type of student-specific support can be 
offered to each group to facilitate success in academic and non-academic domains. Given 
that self-concept research amongst those in higher education is still nascent, this 
exploratory study will serve as a basis for future research in the area and was driven by 
the following key question.   
RQ: What are the similarities and differences in self-concept domains among 
international students, Canadian born students, and immigrant students? 
 Domains of self-concept. Definitions and descriptors of the thirteen self-
concept domains examined in this research were outlined in Chapter 1 (see section 1.5 for 
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more information). In this section, attention is directed towards reviewing relevant 
literature on self-concept domain differences across individuals whose backgrounds are 
international, immigrant, or those from a host nation (e.g., Canadian born). Study 1 is 
exploratory as there is a dearth of literature which compares these three student sample 
groups. As such, though some group differences are proposed, the nature of links stands 
to be seen in the data and future replications. 
2.1.1.1. General self-concept.  Determining general self-concept differences  
between international and non-international students is challenging because the literature 
is mixed. In support of international students having higher general self-concept than 
other students, Misra and Castillo (2004) found evidence that American students had 
higher scores on most assessed stressors in research conducted in the United States. High 
stress levels have been shown to correlate with lower levels of well-being (e.g., Hayes & 
Weathington, 2007), and on this basis, it is reasonable to expect that stressed-out students 
would also have lower general self-concept (given that general self-concept correlates 
positively with well-being measures and negatively with stress; Chang, McBride-Chang, 
Stewart, & Au, 2003; DeAngelis, 2018). However, Canadian research has shown that 
international students find it harder to make friends than students who are non-
international (Grayson, 2008). Additionally, in terms of social support, international 
students felt less supported and availed assistance from classmates, friends, teaching 
assistants etc. to a lesser degree than non-international students (Grayson, 2008).  
Considering such contrasting findings, it is unclear as to whether international students 
would have higher or lower general self-concept than those who are Canadian born. 
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However, the literature is sufficient to expect that the two groups may differ on general 
self-concept. 
Some comparative literature on immigrants and non-immigrants suggests that the 
two groups may differ with respect to general self-concept. In one study, evidence 
showed that the personal self-esteem levels of immigrants from Egypt were comparable 
to that of non-immigrants from America (Millar & Ahmed, 2013). In contrast, research 
by Barrett, Sonderegger, and Sonderegger (2002) has found that host-national adolescents 
in Australia displayed higher levels of self-esteem than immigrant adolescents. Given that 
self-esteem factors into the general self-description of an individual (Baumeister, 2005), 
it is reasonable to posit that the findings above can be extrapolated to conjecture how 
general self-concept may vary between immigrants and non-immigrants. These findings 
are inconclusive with respect to whether general self-concept varies as a function of 
being an immigrant or a non-immigrant. Lastly, teasing apart whether immigrant and 
international students vary on general self-concept (or domain-specific self-concept for 
that matter) is difficult because depending on the country where research is conducted, 
such as in the United States, international students are often clustered under the 
immigrant label as temporary migrants (Hazen & Alberts, 2006). 
2.1.1.2. Academic self-concept. As with general self-concept, mixed findings  
have been reported as to how international and non-international students differ on 
academic self-concept. On the one hand, some literature from United States has found 
that international students have higher self-reported scores on academic variables such as 
progress made in general education, collaborative learning, and academic challenge than 
non-international students (Zhao, Kuh, & Carini, 2005). Additionally, in a Singaporean 
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sample, findings showed that international students had more self-determined motivation 
and utilized surface and deep learning strategies to a greater extent than non-international 
students, whereas non-international students had higher amotivation scores (Chue & Nie, 
2016). Lastly, research directly comparing international students with American students 
on academic self-concept has shown that the former group had higher academic self-
concept (Zhou & Cole, 2016).   
However, research comparing international students with their non-international 
peers at four Canadian universities showed that international students felt less 
academically supported, sought out contacts with faculty and staff more frequently, and 
were less likely to report experiencing intellectual growth (Grayson, 2008). Additionally, 
in a review about the adjustment of international students at English speaking 
universities, a pattern was reported wherein international students reported greater 
difficulty with academic adjustment (Andrade, 2006). Based on these findings it is hard 
to discern whether international students would have higher or lower academic self-
concept than their non-international peers. However, the literature is sufficient to expect 
that a difference may exist.  In contrast, research in Canada by Areepattamannil and 
Freeman (2008) has found the scores of immigrant and non-immigrant students to be 
comparable with regards to academic performance and showed that immigrant students 
had higher school self-concept. Given that this research also uses a sample from Canada, 
similar findings may emerge.   
2.1.1.3. Religion self-concept. Although literature is not available to  
directly discuss religion self-concept group level differences, conjectures can be made by 
examining literature on religiousness or religious beliefs. Literature on religious coping 
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differences between international and non-international students (i.e., those not paying 
international fees) in New Zealand has found that whether a student was international or 
non-international was not a determinant of preference for religious coping (Chai, 
Krägeloh, Shepherd, & Billington, 2012). Instead, students of Asian ethnicity were more 
likely to use such a form of coping than non-international students (Chai et al., 2012). 
Given that a vast majority of international students to Canada are Asian in origin (CBIE, 
2016), it is plausible that international students may display higher levels of religion self-
concept than Canadian born students in this study. 
To determine how immigrant students may differ from other students, research 
about immigrants in general can be examined. In a comparative study of immigrants and 
host nation-born individuals in European countries, results demonstrated that immigrants 
scored higher on religiosity (Van Tubergen & Sindradottir, 2011). Evidence to support 
the assertion that immigrants have higher religiosity scores than host-nationals has also 
been found in research conducted in the United States (Garcia-Muñoz & Neuman, 2013). 
Based on such findings, it is conceivable that immigrant students may also have higher 
religion self-concept than Canadian born students. Insufficient literature exists to discern 
whether religion self-concept levels may differ between these groups. 
2.1.1.4. Math self-concept. Group-level differences in math self-concept  
have been reported. Research from Italy on the host-national immigrant gap in math 
performance has found that although immigrants as a whole score lower, when these 
students come from an origin country which has high math performance, the gap shrinks 
(Giannelli & Rappalini, 2016). This study also found that amongst immigrant students, 
the immigrant-host-national gap was lesser amongst men (Giannelli & Rappalini, 2016). 
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However, research using immigrant adolescents in Canada has found that these 
individuals fared better on math than non-immigrant peers and had higher levels of math 
self-concept (Areepattamannil & Freeman, 2008). Given these findings, immigrant 
students in higher education may either have higher or lower self-concept scores on math 
than Canadian born students. Sufficient literature exists to conjecture that a difference 
may exist. 
2.1.1.5. Problem-solving self-concept. Differences across groups in  
problem-solving related variables have been documented. Research conducted in 
Australia showed that students from Australia believed that they had learned and had the 
capacity to work independently, use critical thinking, and problem-solve more so than 
international students (Soosay, 2009). In contrast, in a study of self-concept in relation to 
life difficulty in the United States, Reynolds and Suh (2005) found that international 
students had higher scores on self-concept tied to leadership and initiative than those 
found in a normative sample of US students. Considering that problem-solving capacity 
is one of the indicators used to distinguish leaders from non-leaders (Zaccaro, 2007), it is 
reasonable to expect that if a student scores higher on leadership, then this student may 
also be a better problem-solver. These findings are inconclusive as to the direction of 
difference in problem-solving self-concept but suggest that some difference may exist. 
Findings from the Organisation for Economic Cooperation and Development has 
indicated that immigrant student performance on creative problem solving in comparison 
with host-national student peers varied across countries (e.g., Canadian students 
outperformed immigrants, and immigrants in the United States performed comparably 
with American peers; as cited in Dehaas, 2014). The Canadian findings have been 
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corroborated by a Statistics Canada report which showed that immigrants scored lower 
than individuals who were Canadian born on a measure assessing problem-solving 
(McMullen, 2006). Given that domain-specific self-concept (e.g., academic self-concept) 
has been found to correlate well with and predict domain-specific outcome behaviours 
(e.g., academic achievement; Marsh & Martin, 2011), it is reasonable to expect that those 
who have poor problem-solving performance may also have poor problem-solving self-
concept. Per this rationale, immigrants should have lower problem-solving self-concept 
than Canadian born students. Lastly, given the literature that immigrant students are 
expected to fare poorer than Canadian born students, and international students are 
expected to fare better than Canadian born students on problem-solving self-concept, 
scores for international students may exceed those of their immigrant peers.  
2.1.1.6. Parent self-concept. Parents play a significant role in the  
lives of international students (e.g., Mazzarol & Soutar, 2002). To elaborate, research 
from Western Australia has shown that in deciding whether to study abroad and which 
destination country to go to, the recommendation of parents is more influential than that 
of other individuals (i.e., recruitment agents; Mazzarol & Soutar, 2002). Furthermore, in 
another Australian study, qualitative findings demonstrated that separation from parents 
took an emotional toll on many international students, the family ties these students had 
were very important to them, and that staying in touch with parents was a way of coping 
with personal loneliness and other hardships (Sawir, Marginson, Deumert, Nyland, & 
Ramia, 2008). Evidence from a qualitative study in Canada demonstrated that both 
international and non-international students received primarily financial support from 
parents and turned to parents for advice or emotional support (Pidgeon & Andres, 2005).  
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The role of parents in the lives of immigrant students’ is complex. In a book 
chapter describing research on outcomes of immigrant students, Rumbaut (2005) explains 
that two key themes about parents are as follows: a) gratitude for sacrifices made, which 
in turn motivates students to meet parental standards, and b) disconnect with parents due 
to acculturation struggles. In spite of these contradictory themes, findings from a large-
scale study in the United States showed that when parents had high expectations for their 
children, the children invested more into their schoolwork and were more academically 
engaged (Rumbaut, 2005). This study also showed that parental perceptions shape 
student perceptions in that when these students felt their parents wanted them to pursue 
higher education, they felt that this was something they desired as well and believed they 
had the capacity to do so (Rumbaut, 2005). Per these findings, parent self-concept levels 
may be comparable across the three student groups. 
2.1.1.7. Emotional stability self-concept. Some Australian research has  
shown that international students feel they do not have sufficient support in terms of 
information received, in the emotional domain, and support getting settled (Ramsay, 
Jones, & Barker, 2007). Furthermore, in this study, students who were not from abroad 
reported feeling better adjusted than international students (Ramsay et al., 2007). These 
findings would suggest that non-international students may feel more emotionally well-
off than international students. However, research conducted in Singapore has shown that 
international students displayed higher levels of emotional intelligence (EI) than those 
who were non-international in terms of overall EI score and for the domains of 
understanding emotions and identifying emotions (Fatt & Howe, 2003). One rationale 
provided for this difference is that international students would have to engage in more 
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perspective-taking to adapt to their host culture than students who are non-international 
and accustomed to the culture (Fatt & Howe, 2013). Given this finding, one might expect 
that international students would have better emotional stability self-concept scores than 
Canadian born students. These findings suggest that while a difference may exist between 
these groups, directionality is unclear. 
To explore emotional stability self-concept in immigrant students, research on the 
well-being of immigrant children can be extrapolated from. In a review of immigrant 
children in the United States, it was demonstrated that although immigrant children were 
prone to depression and anxiety based on acculturative stressors, maintenance of strong 
cultural and family ties had a protective effect (Perreira & Ornelas, 2011). Other research 
has compared well-being amongst immigrant and non-immigrant students and shown that 
these groups had comparable levels of behavioural problems (Reardon-Anderson, Capps, 
& Fix, 2002). Given these findings, differences may not be found between immigrant and 
Canadian born students on emotional stability self-concept. Also, since there is a trend 
suggesting that irrespective of the group to which one belongs, emotional stability is 
context-dependent (e.g., Perreira & Ornelas, 2011), it is not possible to conjecture how 
international students and immigrant students would differ in terms of their levels of 
emotional stability self-concept. 
2.1.1.8. Other self-concept domains. For the self-concept domains described  
above, sufficient literature was available to make educated guesses as to what patterns of 
differences exist between groups. However, for the following domains, extant literature 
precludes me from making such conjectures: verbal self-concept, honesty self-concept, 
same sex self-concept, opposite sex self-concept, physical abilities self-concept, and 
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physical appearance self-concept. Instead, it is believed that testing for differences across 
all 13 domains will enrich the literature base and provide future researchers with a 
starting point which can be used for more in-depth investigations of domain-specific self-
concepts. It should be noted that this study is primarily exploratory in nature, and as such 
the aim is not on hypothesis testing, but rather on answering the following broad research 
question: “Do groups of diverse undergraduate students differ on self-concept domains in 
meaningful ways?”   
 Gender differences in self-concept. Gender differences in self-concept 
have been studied frequently (e.g., Marsh, 1989; Cağlar, 2009; Rubie-Davies & Lee, 
2013), and presented below is an overview of how self-concept differs by gender across 
the domains of the Self-Description Questionnaire. Research from both Turkey (Cağlar, 
2009) and North America (Marsh, 1989) has shown that men score higher than women 
on physical abilities self-concept. Higher scores for women have been documented on 
these self-concept domains: honesty, religion, verbal, academic, and opposite sex (Marsh, 
1989). In contrast, men have scored higher on the following self-concept domains: 
problem-solving, physical appearance, emotional stability, math, and general (Marsh, 
1989). Some gender differences have not been replicated in more current research, and an 
example is as follows. In a sample of undergraduate students from New Zealand, gender 
differences were not seen in math, verbal, or academic self-concept (Rubie-Davies & 
Lee, 2013). Given that some research has provided evidence of gender differences across 
various self-concept domains, whereas others have not, gender differences were tested for 
in this research. However, no specific hypotheses were conjectured as this test was solely 
to explore what pattern of findings would emerge in the overall sample.   
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 Recapitulation of study purpose. In the sections above, literature 
exploring group-level differences (i.e., gender and student group) across domains of self-
concept was reviewed. An awareness of extant findings is useful as it serves as a 
guideline for what may be expected in future research. This said, the main purpose of the 
current research was to explore differences across the thirteen self-concept domains 
presented in the Self-Description Questionnaire for Late Adolescents (SDQ-III; Marsh & 
O’Neill, 1984) in the following university student groups: international, immigrant, and 
Canadian born. This focus on diverse university students is a novel contribution for two 
reasons. Firstly, whereas self-concept literature is abundant, such research has primarily 
focused on children and adolescents and less of a focus has been placed on those in 
higher education (Rubie-Davies & Lee, 2013). Second, to the best of my knowledge, this 
is the first study of its kind to compare self-concept domains across these three subgroups 
of students within the same university. Thus, any significant findings this study presents 
could be of great relevance to other researchers wishing to compare groups across these 
lines, and to stakeholders at the university in which this research was conducted. 
 Method 
 Participants. The goal was to recruit 300 participants with an end goal of 
having approximately 100 participants each who were international, immigrant, and 
Canadian born. The sample of interest in this research was first-year undergraduate 
students at Western University recruited from the undergraduate psychology participant 
pool (SONA).  A total of 247 responses were logged on the Qualtrics system, and 17 
participants were initially removed for having provided very minimal to no information. 
An additional 17 participants were removed from the sample for incorrect responses on 2 
or more out of 3 attention checks. The data were inspected to determine whether any of 
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the key study variables had outliers (i.e., if a value deviated greater than ±2.5 standard 
deviations from the mean). For all key variables, less than 5% of the cases exceeded the ± 
2.5 cut-off so a decision was made to retain all outlying cases. Based on responses 
provided to demographic questions, those participants who were not in their first year of 
undergraduate study (n = 25) were also excluded.  
As a final measure, participants who could be classified as time outliers were 
excluded from the sample. Outliers on the time variable were examined for this study 
because students completed this study online in a location of their convenience. It is 
possible that participants may have decided to take their time responding, which in turn 
could imply that less attention may have been paid or that they may have completed the 
study in less time than it would have taken to read through the materials. Based on 
careful consultation and consideration, participants who completed the questionnaire in 
under 12 minutes or who took longer than two and a half hours were excluded (n = 19). 
Upon completion of all these checks, a total of 169 participants remained in the sample. 
A key aim of this research was to examine self-concept amongst diverse groups of 
students. Based on this aim, the full dataset along with four subsets of data were 
examined: non-international students. immigrant students, Canadian born students, and 
international students. Demographics across groups are reported in Table 1. 
WHO I AM IS SHAPED BY MY PAST AND IMPACTS MY FUTURE           39 
 
Table 1 
Key Demographics across Full Dataset and Subgroup Data 
Variable Full Set (N=169) Non-international 
(N=143)2  
Canadian born (N=73) Immigrant (N=64) International Students (N=26) 
Gender 60 men and 109 
women 
 
49 men and 94 
women 
17 men and 56 women 31 men and 33 
women 
11 men and 15 women 
Age Ranges from 17 to 
25; mode = 18 
 
Ranges from 17 to 
21; Mode =18 
Ranges from 17 to 20; 
Mode = 18 
Ranges from 17 to 
21; Mode =18 
Ranges from 17 to 25; Mode=18 
Academic 
Faculty 
66 from Social 
Science, 60 from 
Science, 25 from 
Health Sciences, 10 
from Arts & 
Humanities, 3 from 
Ivey Business 
School, 2 from 
Information and 
Media Sciences, 2 
from Schulich 
Medicine and 
Dentistry, and 1 
from the Don Wright 
Faculty of Music  
 
48 from Social 
Science; 54 from 
Science, 25 from 
Health Sciences, 9 
from Arts & 
Humanities, 3 from 
Ivey Business 
School, 2 from 
Information & 
Media Studies, 1 
from Schulich 
Medicine and 
Dentistry, and 1 
from the Don 
Wright Faculty of 
Music 
28 from Social Science; 22 
from Science, 15 from 
Health Sciences, 5 Arts 
and Humanities, 2 from 
Information & Media 
Studies, and 1 from the 
Don Wright Faculty of 
Music 
18 from Social 
Science; 31 from 
Science, 9 from 
Health Sciences, 3 
from Arts & 
Humanities, 2 from 
Ivey Business 
School, and 1 from 
Schulich Medicine 
and Dentistry 
18 from Social Science, 6 from 
Science, 1 from Arts & 
Humanities, and 1 from Schulich 
Medicine and Dentistry 
Table 1 (continued) 
 
2
 The non-international group refers to those who answered NO to the following question (Are you an international student?). This number does not equal the 
exact sum of the Canadian born and immigrant groups because in some instances people did not specify which group they were a member of and it was difficult 
to verify with the data available. 
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Variable Full Set (N=169) Non-international (N=143)  Canadian born (N=73) Immigrant (N=64) International  (N=26) 
Ethnicity 74 White, 34 Chinese, 25 
South Asian, 8 Black, 2 
Filipino, 3 Latin American, 6 
Southeast Asian, 4 Arab, 4 
West Asian, 10 Korean, 7 
Other 
 
73 White, 17 Chinese,23 
South Asian, 5 Black, 2 
Filipino, 3 Latin American, 
6 Southeast Asian,3 Arab, 4 
West Asian, 7 Korean, 7 
Other  
56 White,3 Chinese, 6 
South Asian,2 Black,3 
Chinese,1 Filipino,1 
Latin American, 2 
Southeast Asian, 1 
Arab, 5 Other 
(European, Italian, 
mixed, N/A, Native, 
Ugoslavian)  
14 White, 14 Chinese,15 
South Asian, 3 Black, 1 
Filipino, 1 Latin 
American, 4 Southeast 
Asian,2 Arab, 4 West 
Asian, 7 Korean, 2 Other 
(Turkish) 
1 White,17 Chinese, 2 
South Asian, 3 Black, 1 
Arab, 3 Korean 
First 
Language 
other than 
English  
 
67 Yes and 102 No 49 Yes and 94 No 9 Yes and 64 No 38 Yes and 26 No 18 Yes and 8 No  
Visible 
Minority 
 
60 Yes and 108 No 50 Yes and 93 No 18 Yes and 55 No 31 Yes and 33 No 10 Yes and 15 No 
Relationship 
Status 
124 not in a relationship, 9 in 
a relationship with an 
international student, 36 in a 
relationship with a domestic 
student  
105 not in a relationship, 3 
in a relationship with an 
international student, 35 in a 
relationship with a domestic 
student 
53 not in a 
relationship, and 20 in 
a relationship with a 
domestic student 
47 not in a relationship, 3 
in a relationship with an 
international student and 
14 in a relationship with 
a domestic student  
19 not in a relationship, 
6 in a relationship with 
an international student, 
1 in a relationship with 
a domestic student  
Friendship 
Circle 
Composition 
10 all same culture friends, 
72 mostly same culture 
friends, 55 even mix of same 
and different culture friends, 
25 mostly different culture 
friends, 7 all different culture 
friends 
4 all same culture friends, 
60 mostly same culture 
friends, 49 even mix of 
same and different culture 
friends, 24 mostly different 
culture friends, 6 all 
different culture friends 
4 all same culture 
friends, 33 mostly 
same culture friends, 
25 even mix of same 
and different culture 
friends, 10 mostly 
different culture 
friends, 1 all different 
culture friends 
26 mostly same culture 
friends, 20 even mix of 
same and different 
culture friends, 13 mostly 
different culture friends, 
5 all different culture 
friends 
6 all same culture 
friends, 12 mostly same 
culture friends, 6 even 
mix of same and 
different culture friends, 
1 mostly different 
culture friends, 1 all 
different culture friends 
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 Measures. 
2.2.2.1. Demographic information. A detailed background information    
questionnaire was developed for this research. Participants were requested to provide 
details about their gender, age, academic faculty, year of undergraduate study, level of 
English proficiency across several domains (i.e., read, write, speak, and understand), self-
rated ethnicity, experienced life events3, religiousness, first language, visible minority 
status, status as either an international or non-international student, specific follow-up 
questions based on whether one is an international or non-international student, 
relationship status, and friendship circle composition. The rationale behind collection of 
such diverse and rich demographic information was that it would allow for a better 
understanding of nuances between the three student groups of interest (i.e., international 
students, immigrant students, and Canadian born students). For example, these 
demographics would enable me to distinguish whether the international student group 
was comprised primarily of individuals from a specific ethnic group. 
2.2.2.2. Emotional states measure. To measure positive and negative emotional 
states, the Positive and Negative Affect Schedule (PANAS; Watson, Clark, & Tellegen, 
1988) was used. The PANAS, a scale originally designed for clinical samples, has 20 
items, divided into 10 items each for positive and negative affect, and is measured on a 5-
point scale from 1 = Very Slightly or Not at All to 5 = Extremely. Research by Watson et 
al. (1988) using clinical samples has supported the reliability and factorial validity of this 
measure (e.g., positive affect α ranged from .86-.90, and negative affect α ranged from 
 
3
Data regarding life events were collected using the Adapted Life Events Questionnaire (LEQ; Norbeck, 
1984; Sarason, Johnson, & Siegel, 1978) and these data were gathered for the purposes of possible 
additional research. 
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.84-.87, two-factor solution, and items load on the appropriate factors). Research has also 
demonstrated the psychometric integrity of this scale in a non-clinical sample (α = .89 for 
positive affect and .85 for negative affect, two-factor solution with the factors correlated; 
Crawford & Henry, 2004). Inclusion of this scale in the research was simply to document 
correlations with self-concept domains in the full sample, and not to address any 
hypotheses. The PANAS is available at 
https://journals.scholarsportal.info/pdf/00223514/v54i0006/1063_davobmanatps.xml  
2.2.2.3. Attention check questions. To examine whether participants were paying  
attention to the study content provided or responding in a careless manner, three attention 
check questions were included and dispersed at different locations throughout the survey. 
The three questions used read as follows: (a) This is an attentiveness check. Please select 
3.; (b) This is an attention check. Please select 5.; and (c) This is an attention check. 
Please select 1. 
2.2.2.4. Self-concept measure. To study self-concept domains, the Self- 
Description Questionnaire III for Late Adolescents (SDQ-III; Marsh & O’Neill, 1984) 
was used. The SDQ-III comprises 136 items distributed across the following 13 
subscales: mathematics, religion, general, honesty, opposite sex, verbal, emotional 
stability, parent, academic, problem solving, physical appearance, same sex, and physical 
abilities. To review the definitions of these domains and view sample items, readers are 
advised to review Section 1.5.  Items are measured on an 8-point scale ranging from 1 = 
Definitely False to 8 = Definitely True. Marsh and O’Neill (1984) have found support for 
the internal consistency reliability of this measure, and reliability has been corroborated 
by other researchers (e.g., Leach et al., 2006). Additionally, the factorial validity of this 
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measure has been demonstrated in past studies (e.g., Byrne, 1988; Faria, 1996; Leach et 
al., 2006). 
2.2.2.5. Social desirability. To discern whether social desirability bias had an  
effect in this study, the Balanced Inventory of Desirable Responding (BIDR-16; Hart, 
Ritchie, Hepper, & Gabauer, 2015) was used. This scale comprises 16 items and ranges 
from 1 = Not True to 7 = Very True. Eight items are used to measure the domain of self-
deceptive enhancement (i.e., unknowingly inflating self-ratings when trying to be honest; 
Hart et al., 2015), and the remaining eight items are used to measure the domain of 
impression management (i.e., the desire to maintain a positive impression; Hart et al., 
2015). A sample self-deceptive enhancement item reads as follows: I always know why I 
like things. A sample impression management item reads as follows: I never cover up my 
mistakes. Hart et al. (2015) have shown that this measure is reliable and has a two-factor 
structure. The items for the BIDR-16 can be found online at  
http://journals.sagepub.com/doi/pdf/10.1177/2158244015621113.  
 Procedure. Undergraduate students at Western University who are enrolled 
in Psychology 1000 were eligible to sign up for the study after reading a description on 
SONA (i.e., the undergraduate psychology participant pool) website. The SONA 
description described the study as examining how individuals think about themselves, 
informed participants about eligibility criteria, specified compensation, provided a brief 
overview of what participants would do (i.e., complete questionnaires), and lastly, 
provided participants with researcher contact information. Participants who signed up for 
the study were redirected to a survey hosting website (i.e., Qualtrics). Participants first 
were provided with a detailed letter of information outlining the following: general study 
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purpose and procedure, compensation, risks and benefits, contacts etc., and were 
requested to provide consent if they wished to participate. 
Next, participants filled in the following questionnaires: Self-Description 
Questionnaire for Late Adolescents (SDQ-III; Marsh & O’Neill, 1984), Positive and 
Negative Affect Scale (PANAS; Watson et al., 1988), Balanced Inventory of Desirable 
Responding (BIDR-16; Hart et al., 2015), and a demographic information questionnaire. 
Upon completion of these measures, participants were asked to provide their participant 
ID number so they could be provided with due compensation (i.e., 1.0 research credits for 
one hour of participation in accordance with university policy). Lastly, participants were 
able to read an online debriefing form and sheet of resources to support services offered 
at Western or its affiliated university colleges. 
  Results 
Descriptive statistics of all key study measures for the full dataset are presented in 
Table 2 and alpha reliabilities are presented in Table 3. Skewness and kurtosis values did 
not exceed cut-offs of SI < 3 and KI < 10 as specified by Kline (2011). Histograms for 
key study variables can be found in Appendix A. Tables 4-6 present correlation matrices 
of the relationships between self-concept domains for students who are Canadian born, 
immigrant, or international respectively. Table 7 presents an expanded correlation matrix 
for the full dataset which includes positive affect, negative affect, and social desirability 
measures. When computing correlations, t-tests, and ANOVAs, pairwise deletion was 
used and for reliabilities, descriptive statistics, and factor analysis, listwise deletion was 
used.  In this study, social desirability did not correlate in a collinear manner with any 
other study variable (i.e., r < .80, See Table 7) in the full dataset or in any of the 
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subgroups (See Appendix A)4.  In the full dataset, social desirability overall correlated 
positively with several self-concept domains and with positive affect, and negatively with 
negative affect. This pattern is consistent with the assertion that social desirability scales 
are “substantively related to such personality traits as psychological adjustment” (McCrae 
& Costa, 1983, p. 886).   
Noteworthy patterns when groups were compared are as follows. In each subgroup, the 
measure of social desirability was positively tied with positive affect and negatively with 
negative affect. Another similarity is that math self-concept did not significantly correlate 
with social desirability. In most instances, correlations between specific self-concepts and 
social desirability measures were in the same direction for each group indicating 
similarity in the nature of interrelationships.  
Some instances of group differences in correlations are as follows. Religion self-
concept positively correlated with self-deceptive enhancement (SDE) for international 
students, negatively for immigrant students, and non-significantly for those who are 
Canadian born. Another example is that opposite sex self-concept positively correlated 
with SDE for Canadian born and immigrant students but was uncorrelated for those who 
were international. Last, in some instances, correlations between social desirability 
subscales and study variables were notably higher in magnitude for international students 
(e.g., problem solving self-concept, r = .67) versus for immigrant (r = .19, non-
significant), and Canadian born (r = .26). Given inequality in group sample sizes, the 
similarity in ethnic composition across groups (e.g., international and immigrant subsets 
 
4
 An ANOVA indicated that there were no significant differences in social desirability across groups at the 
full scale F(2, 155) = .86 , p=.424 , η2 = .01 or subscale levels: F(2, 157) = 1.10,  p = .336, η2 = .01 for 
impression management ; F(2, 158) = 1.84, p =.162 , η2 = .02 for self-deceptive enhancement. This finding 
suggests that social desirability is comparable across groups.  
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have large Asian subsets), the similarity in the nomological network between social 
desirability and other variables, and that social desirability means did not differ across 
groups, it may be that social desirability only plays a minor role in accounting for group 
differences and further research with balanced groups is needed to test this claim.  
Table 2 
Descriptive Statistics for Full Dataset 
Variable N Mean SD Skew Kurtosis Range Scale Midpoint 
Math Self-Concept 165 49.70 16.32 -0.43 -0.50 10-80 40 
Religion Self-Concept 168 51.43 19.31 0.04 -0.80 12-94 48 
General Self-Concept 166 68.64 15.29 -0.91 0.68 18-96 48 
Honesty Self-Concept 158 67.39 11.45 -0.77 1.58 24-90 48 
Opposite Sex Self-Concept 156 53.78 11.95 -0.33 -0.36 18-75 40 
Verbal Self-Concept 165 52.04 10.08 0.02 -0.17 24-75 40 
Emotional Stability Self-
Concept 
156 46.60 12.34 -0.10 0.01 14-79 40 
Parent Self-Concept 163 60.36 12.72 -1.06 1.32 17-80 40 
Academic Self-Concept 164 57.02 10.55 -0.62 0.32 24-78 40 
Problem-Solving Self-
Concept 
162 53.06 9.85 -0.13 0.06 22-80 40 
Physical Appearance Self-
Concept 
160 49.08 11.81 -0.56 0.01 18-77 40 
Same Sex Self-Concept 159 56.19 9.43 -0.55 1.10 22-78 40 
Physical Abilities Self-
Concept 
162 53.49 16.07 -0.34 -0.64 11-80 40 
Social Desirability (SD) 164 63.37 11.42 -0.26 1.13 22-93 56 
SD-Self-Deceptive 
Enhancement 
167 31.73 7.41 -0.20 0.17 12-48 28 
SD-Impression 
Management 
166 31.71 7.53 -0.05 0.33 8-51 28 
Positive Affect 168 28.65 9.00 -0.11 -0.61 10-49 25 
Negative Affect 165 21.44 7.75 0.62 -0.15 10-47 25 
Note. N = number of responses, SD = standard deviation. 
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Table 3 
Reliabilities for Full Dataset and Subsets  
Note. N refers to the number of responses. 
Variable Number 
of Items 
Full Sample 
(N) 
Non-International 
(N) 
Born in 
Canada 
(N) 
Immigrant 
(N) 
International (N) 
Math Self-Concept 10 .94 (165) .94(139) .94(69) .93(64) .90(26) 
Religion Self-
Concept 
12 
.93(168) .94(142) .94(72) .94(64) .86(26) 
General Self-
Concept 
12 
.94(166) .94(141) .96(72) .93(63) .91(25) 
Honesty Self-
Concept 
12 
.80(158) .81(132) .82(66) .76(60) .71(26) 
Opposite Sex Self-
Concept 
10 
.87(156) .87(131) .89(66) .87(59) .82(25) 
Verbal Self-Concept 10 .80(165) .79(140) .80(71) .79(63) .79(25) 
Emotional Stability 
Self-Concept 
10 
.87(156) .87(131) .89(67) .86(58) .81(25) 
Parent Self-Concept 10 .91(163) .91(137) .93(67) .91(64) .87(26) 
Academic                      
Self-Concept 
10 
.87(164) .85(138) .86(70) .86(63) .91(26) 
Problem-Solving           
Self-Concept 
10 
.81 (162) .82(139) .78(70) .83(63) .77(23) 
Physical Appearance                   
Self-Concept 
10 
.89(160) .89(135) .92(70) .86(59) .85(25) 
Same Sex                      
Self-Concept 
10 
.81(159) .81(135) .82(67) .77(62) .77(24) 
Physical Abilities  
Self-Concept 
10 
.95(162) .95(136) .96(68) .95(62) .91(26) 
Social Desirability 
(SD) 
16 
.71(164) .72(141) .75(72) .60(63) .70(23) 
SD-Self-Deceptive 
Enhancement 
8 
.71(167) .72(143) .76(73) .66(64) .61(24) 
SD-Impression 
Management 
8 
.69(166) .69(141) .67(72) .66(63) .72(25) 
Positive Affect 10 .91(168) .92(142) .91(73) .92(64) .89(26) 
Negative Affect 10 .86(165) .87(139) .90(72) .81(62) .82(26) 
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Table 4 
Self-Concept Domains Correlation Matrix for Canadian born Students 
 Variable 1 2 3 4 5 6 7 
1.Math  
1       
2.Religion  
.10 1      
3.General  
-.10 .18 1     
4.Honesty 
.00 .28* .21 1    
5.Opposite Sex  
-.14 -.01 .53** .10 1   
6.Verbal  
-.12 .14 .28* .36** .33** 1  
7.Emotional Stability 
-.09 -.00 .73** .05 .45** .11 1 
8.Parent  
-.08 .06 .27* .44** .32* .22 .32* 
9.Academic                       
.47** .22 .33** .49** .29* .35** .21 
10.Problem-Solving            
.21 .04 .42** .13 .43** .45** .27* 
11. Physical Appearance                    
-.04 .14 .79** .02 .58** .16 .64** 
12.Same Sex                       
-.06 .03 .56** .10 .42** .22 .50**  
13.Physical Abilities 
.06 -.05 .28* .12 .48** .12 .36** 
 
 
WHO I AM IS SHAPED BY MY PAST AND IMPACTS MY FUTURE           49 
 
Table 4 (Continued) 
 Variable 8 9 10 11 12 13 
8.Parent  1           
9.Academic                       .46** 1     
10.Problem-Solving            .10 .36** 1    
11.Physical Appearance                    .17 .23 .34** 1   
12.Same Sex                       .31* .23 .30* .49** 1  
13.Physical Abilities .25* .22 .40** .30* .17 1 
Note. *p < .05, **p < .01. Sample sizes ranged from 61-72. 
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Table 5 
Self-Concept Domains Correlation Matrix for Immigrant Students 
 
 
Variable  1 2 3 4 5 6 7 
1.Math  1 
      
2.Religion  -.19 1 
     
3.General  .15 -.27* 1 
    
4.Honesty .10 .30* .13 1 
   
5.Opposite Sex  .25 -.20 .25 -.02 1 
  
6.Verbal  .01 .05 .24 .10 -.07 1 
 
7.Emotional Stability .18 -.22 .59** -.09 .27* -.09 1 
8.Parent  .08 .00 .49** .23 .07 .06 .24 
9.Academic                       .43** -.14 .62** .27* .12 .40** .23 
10.Problem-Solving            .18 -.12 .60** .11 .23 .15 .42** 
11.Physical Appearance                    .22 -.42** .60** -.04 .24 -.06 .37** 
12.Same Sex                       .09 -.10 .31* .17 .48** -.07 .35** 
13.Physical Abilities .04 -.17 .29* -.13 .39** -.35** .43** 
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Table 5 (Continued) 
 Variable 8 9 10 11 12 13 
8.Parent  1      
9.Academic  .46** 1     
10.Problem-Solving            .23 .40** 1    
11.Physical Appearance                    .21 .31* .21 1   
12.Same Sex                       .21 .01 .31* .31* 1  
13.Physical Abilities .16 .05 .41** .34* .40** 1 
Note. *p < .05, **p < .01. Sample sizes ranged from 54-64. 
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Table 6 
Self-Concept Domains Correlation Matrix for International Students 
Variable  1 2 3 4 5 6 7 
1.Math  
1       
2.Religion  
.01 1      
3.General  
.31 .34 1     
4.Honesty 
.09 .25 .23 1    
5.Opposite Sex  
.12 -.10 .64** .15 1   
6.Verbal  
.35 .27 .65** .52** .51* 1  
7.Emotional Stability 
.23 .28 .57** .41* .46* .62** 1 
8.Parent  
.38 .20 .79** .47* .41* .64** .44* 
9.Academic                       
.52** .40* .71** .31 .42* .70** .55** 
10.Problem-Solving            
.24 .22 .71** .29 .50* .72** .52* 
11.Physical Appearance                    
.27 .36 .60** .04 .54** .44* .31 
12.Same Sex                       
.29 -.12 .39 .36 .17 .26 .06 
13.Physical Abilities 
.33 .21 .58** .37 .50* .64** .24  
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Table 6 (Continued) 
 Variable 8 9 10 11 12 13 
8.Parent  1      
9.Academic                       .69** 1     
10.Problem-Solving            .62** .73** 1    
11.Physical Appearance                    .36 .54** .52* 1   
12.Same Sex                       .61** .32 .41 -.05 1  
13.Physical Abilities .57** .73** .79** .59** .44* 1 
Note. *p < .05, **p < .01. Sample sizes ranged from 21-26. 
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Table 7 
Expanded Correlation Matrix for Full Dataset  
Variable 1 2 3 4 5 6 7 8. 
1.Math Self-Concept 1         
2.Religion Self-Concept -.00  1       
3.General Self-Concept .02 .04 1      
4.Honesty Self-Concept -.01 .23** .16* 1     
5.Opposite Sex Self-Concept .05 -.10 .44** .06 1    
6. Verbal Self-Concept -.02 .10 .29** .21** .19* 1   
7. Emotional Stability Self-Concept .06 -.05 .66** .03 .39** .09 1  
8. Parent Self-Concept .01 .04 .40** .36** .22** .20* .30** 1 
9. Academic Self-Concept .40** .09 .46** .38** .22** .43** .24** .48** 
10. Problem-Solving Self-Concept .18* .03 .51** .04 .32** .36** .34** .20* 
11. Physical Appearance Self-Concept .06 -.08 .70** -.01 .44** .11 .49** .21** 
12. Same Sex Self-Concept .01 -.04 .44** .24** .39** .07 .39** .32** 
13. Physical Abilities Self-Concept .06 -.07 .32** .03 .43** .02 .36** .26** 
14. Social Desirability (SD) .06 .05 .41** .55** .20* 0.13 .37** .38** 
15. SD-Impression Management .13 -.02 .59** .25** .37** .20** .57** .43** 
16.SD-Self-Deceptive Enhancement -.06 .10 .03 .58** -.09 -.00 -.00 .15 
17. Positive Affect .20* .06 .43** .17* .26** .09 .34** .22** 
18. Negative Affect .08 .13 -.37** -.15 -.16* -.15 -.44** -.34** 
WHO I AM IS SHAPED BY MY PAST AND IMPACTS MY FUTURE           55 
 
Table 7 (Continued) 
Note. *p < .05, **p  < .01 Sample sizes ranged from 147-168. 
 
Variable 9. 10. 11. 12. 13. 14. 15. 16. 17. 18. 
9. Academic Self-Concept 1          
10. Problem-Solving Self-
Concept            
.43** 
1    
 
    
11. Appearance Self-Concept .25** .30** 1        
12. Same Sex Self-Concept .17* .24** .34** 1       
13. Physical Self-Concept .24** .46** .35** .27** 1      
14. Social Desirability(SD) .36** .10 .27** .30** 0.12 1     
15. SD-Impression 
Management 
.41** .21** .41** .40** .21** .76** 1    
16.SD-Self-Deceptive 
Enhancement 
.14 
-.06 -.00 .09 -.00 
.78** 
.18* 1   
17. Positive Affect .37** .37** .35** .23** .23** .34** .36** .13 1  
18. Negative Affect -.15 -.12 -.26** -.33** -.17* -.36** -.47** -.09 .11 1 
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 Confirmatory factor analysis of the SDQ-III. To determine whether the 
factor structure of the SDQ-III in this study is consistent with the factor structure reported 
by Marsh and O’Neill (1984), a confirmatory factor analysis was conducted using the 
Lavaan package of R (Rosseel, 2012). The original SDQ-III is composed of 136 items, 
and given that the overall dataset in this sample only comprised 169 individuals in total, 
the ratio of observed variables to participants in this dataset would not conform to best 
practices of having a minimum of 10 cases per participant (Kline, 2011). 
Consequentially, and in keeping with the procedure utilized by Marsh & O’Neill (1984), 
pairs of items from each subscale were merged to reduce the number of items overall 
down to 68 items. Even with this reduction, the recommended ratio was not met. This 
said, the CFA was conducted for illustrative purposes, and findings from this analysis 
should be interpreted with caution. 
Schreiber, Nora, Stage, Barlow, and King (2006) as well as Kline (2011) present 
conventional cut-offs for a good-fitting model when using structural equation modelling 
which are as follows: RMSEA: .06-.08, SRMR < .08, non-significant X2, and CFI and 
TLI ≥ .95; RMSEA .06 – .08. In this dataset, the 13-factor model statistics are as follows: 
CFI = .79, TLI =.77, RMSEA = .08, SRMR = .08, and the chi square statistic was 
significant (X2/df ratio = 1.73). Per these statistics, the model did not meet the 
conventions to be classified as having good model fit. This said, the X2/df ratio and 
SRMR show only slight deviation from the values obtained by Marsh and O’Neill using a 
heterogenous sample (X2/df = 1.78, RSMEA = .07; 1984); thus, the model was deemed 
acceptable. Model factor loadings are presented below, and all loadings on each factor 
are above the recommended cutoff of .32 as outlined by Costello and Osborne, 2005).  
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Table 8 
Factor Loadings for the Domains of the SDQ-III 
Latent Factor Indicator B SE Z p-value β 
Math Math 1 1.00 0.00   .77 
Math Math 2 1.23 0.11 11.22 .000 .90 
Math Math 3 1.22 0.10 12.26 .000 .97 
Math Math 4 1.23 0.10 11.97 .000 .95 
Math Math 5 1.06 0.11 9.70 .000 .80 
Religion Religion 1 1.00 0.00   .85 
Religion Religion 2 1.02 0.08 13.46 .000 .90 
Religion Religion 3 1.06 0.08 13.73 .000 .91 
Religion Religion 4 0.97 0.08 12.31 .000 .86 
Religion Religion 5 0.98 0.09 10.86 .000 .80 
Religion Religion 6 0.68 0.08 8.48 .000 .67 
General General 1 1.00 0.00   .89 
General General 2   0.87 0.07 12.75 .000 .83 
General General 3 0.88 0.07 13.50 .000 .85 
General General 4 0.95 0.07 13.29 .000 .85 
General General 5 1.11 0.07 14.98 .000 .89 
General General 6  0.92 0.07 14.14 .000 .87 
Honesty Honesty 1 1.00 0.00   .69 
Honesty Honesty 2 1.25 0.21 5.95 .000 .63 
Honesty Honesty 3 1.35 0.22 6.14 .000 .65 
Honesty Honesty 4 1.17 0.18 6.55 .000 .70 
Honesty Honesty 5 1.27 0.21 6.01 .000 .63 
Honesty Honesty 6  1.14 0.22 5.23 .000 .54 
Opposite Sex Opposite Sex 1 1.00 0.00   .66 
Opposite Sex Opposite Sex 2 1.60 0.21 7.75 .000 .81 
Opposite Sex Opposite Sex 3 1.66 0.20 8.33 .000 .90 
Opposite Sex Opposite Sex 4 1.48 0.18 8.22 .000 .88 
Opposite Sex Opposite Sex 5 0.89 0.15 6.01 .000 .60 
Verbal Verbal 1  1.00 0.00   .66 
Verbal Verbal 2  0.95 0.15 6.28 .000 .67 
Verbal Verbal 3 1.03 0.14 7.24 .000 .83 
Verbal Verbal 4 0.79 0.13 6.01 .000 .64 
Verbal Verbal 5 0.32 0.08 4.22 .000 .43 
Emotional Stability Emotional Stability 1 1.00 0.00   .71 
Emotional Stability Emotional Stability 2 1.29 0.13 9.77 .000 .92 
Emotional Stability Emotional Stability 3 1.14 0.13 8.53 .000 .80 
Emotional Stability Emotional Stability 4 1.30 0.14 9.00 .000 .84 
Emotional Stability Emotional Stability 5 1.01 0.12 8.35 .000 .78 
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Table 8 (continued) 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 Self-concept correlations: Group similarities and differences. For the 
sake of illustration, examples of correlations which were consistent to or different 
between datasets are provided in this subsection. An example of consistency across 
groups was that math self-concept and academic self-concept were positively correlated: 
 
Latent Factor Indicator B SE Z p-value β 
Parent Parent 1 1.00 0.00   .72 
Parent Parent 2 1.13 0.12 9.20 .000 .84 
Parent Parent 3 0.97 0.10 9.71 .000 .89 
Parent Parent 4 1.19 0.12 9.59 .000 .88 
Parent Parent 5 1.06 0.11 9.80 .000 .90 
Academic Academic 1 1.00 0.00   .59 
Academic Academic 2 1.26 0.18 7.19 .000 .87 
Academic Academic 3 1.15 0.17 6.87 .000 .81 
Academic Academic 4 1.29 0.18 7.35 .000 .91 
Academic Academic 5 0.93 0.15 6.01 .000 .66 
Problem Solving Problem Solving  1 1.00 0.00   .68 
Problem Solving Problem Solving  2 1.48 0.21 7.01 .000 .74 
Problem Solving Problem Solving  3 1.13 0.16 7.04 .000 .74 
Problem Solving Problem Solving  4 1.47 0.21 7.08 .000 .74 
Problem Solving Problem Solving  5 1.01 0.19 5.28 .000 .53 
Physical Appearance Physical Appearance 1  1.00 0.00   .86 
Physical Appearance Physical Appearance 2 0.96 0.09 10.39 .000 .78 
Physical Appearance Physical Appearance 3 1.04 0.10 10.19 .000 .77 
Physical Appearance Physical Appearance 4 0.86 0.08 10.44 .000 .78 
Physical Appearance Physical Appearance 5 0.95 0.08 11.42 .000 .83 
Same Sex Same Sex 1 1.00 0.00   .35 
Same Sex Same Sex 2 1.79 0.50 3.60 .000 .72 
Same Sex Same Sex 3 1.84 0.52 3.57 .000 .70 
Same Sex Same Sex 4 1.98 0.54 3.64 .000 .76 
Same Sex Same Sex 5 2.69 0.74 3.64 .000 .76 
Physical Ability Physical Ability 1 1.00 0.00   .89 
Physical Ability Physical Ability 2 0.93 0.06 16.68 .000 .94 
Physical Ability Physical Ability 3 0.89 0.05 16.92 .000 .94 
Physical Ability Physical Ability 4 0.99 0.06 16.04 .000 .92 
Physical Ability Physical Ability 5  0.83 0.06 13.97 .000 .87 
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Canadian born r = .47; Immigrant r = .43; International r = .52. Additionally, general 
self-concept showed positive ties with the following self-concept domains across the 
subsets: emotional, parent, academic, problem-solving, physical appearance, and physical 
abilities. In terms of differences in patterns of correlations, an example of an interesting 
pattern is as follows. Religion self-concept was positively correlated to academic self-
concept only amongst international students, r = .40. Similarly, religion self-concept was 
negatively correlated with general self-concept, r = -.27, and physical appearance self-
concept, r = -.42 only for the immigrant group. Also, there were cases across datasets 
wherein a pattern of correlation emerged in only two out of three samples. To exemplify, 
only in the immigrant (r = .31) and international student groups (r = .54) was a positive 
significant relationship found between appearance and academic self-concept.  
 Non-international and international student self-concept differences.   
Addressing whether international students and non-international students showed 
variation from each other in terms of self-concept domain scores was the key purpose of 
this study. To address this question, a t-test was conducted for each of the 13 subscales on 
the Self-Description Questionnaire for Late Adolescents (SDQ-III; Marsh & O’Neill, 
1984). All t-test findings for these two groups are reported in Table 9. Significant self-
concept differences were only found for the domains of verbal self-concept, t(163) =              
-2.05, p = .042, and academic self-concept, t(162) = -3.24, p = .001. Verbal self-concept 
had an effect size that can be classified as small to medium, d = 0.47, g = 0.44, and 
academic self-concept had an effect size that can be classified as medium in size, d = 
0.65, g = 0.69. These findings demonstrate that international students had lower self-
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concept scores on verbal and academic self-concept domains when compared with a 
sample of students who identified as non-international. 
  Self-concept differences between Canadian born, immigrant, and 
international students. Findings from ANOVA analyses comparing international 
students, Canadian born students, and immigrant students are reported in Table 10. In 
terms of math self-concept, there was a significant difference between groups, F(2, 156) 
= 4.22, p = .016, η² = .05. Findings from Tukey post-hoc analyses indicated that 
immigrants displayed higher scores than those who were Canadian born, p = .012.  In 
terms of academic self-concept, F(2, 156) = 5.01, p = .008, η² = .06, a difference based 
on student group was found. As for the nature of the difference in academic self-concept 
between groups, international students scored lower than both immigrant students, p = 
.018, and those who were Canadian born, p = .007.  
 Self-concept differences based on gender. T-test results comparing 
participants on self-concept domains across gender are reported in Table 11. In terms of 
gender differences, women had higher honesty self-concept scores, t(156) = -3.57, p < 
.001, d = 0.59, g = 0.59, whereas men had higher self-concept scores in the following 
domains: emotional, t(154) = 4.08, p < .001, d  = 0.69, g = 0.68; problem solving, t(160) 
= 2.76, p =.006, d = 0.45, g = 0.45; and physical, t(160) = 3.82, p < .001, d = 0.63, g = 
0.62. No other self-concept differences were significant.   
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Table 9 
T-Test Comparing International and Non-International Students across Self-Concept 
Domains 
 International      Non-International     
 N M SD N M SD t-test Results Hedge’s g 
Math 26 49.38 13.65 139 49.76 16.82 -0.11 0.02 
Religion 26 52.46 13.93 142 51.24 20.18 0.38 0.06# 
General 25 69.88 13.06 141 68.43 15.69 0.44 0.09 
Honesty 26 64.81 9.63 132 67.89 11.74 -1.26 0.27 
Opposite Sex 25 52.28 10.00 131 54.06 12.30 -0.68 0.15 
Verbal 25 48.28 8.61 140 52.71 10.20 -2.05* 0.44 
Emotional Stability 25 47.52 10.24 131 46.42 12.72 0.41 0.09 
Parent  26 59.42 11.06 137 60.54 13.04 -0.41 0.09 
Academic 26 51.04 11.91 138 58.14 9.93 -3.24** 0.69 
Problem-Solving 23 51.87 9.00 139 53.26 10.00 -0.63 0.14 
Physical Appearance 25 51.52 10.25 135 48.62 12.06 1.13 0.25 
Same-Sex 24 54.88 8.03 135 56.42 9.67 -0.74 0.03 
Physical Abilities 26 51.19 12.41 136 53.93 16.69 -0.97 0.16# 
Note. N=sample size used for comparison, M = mean, SD = standard deviation, *p < .05, 
**p < .01, for religion and physical self-concept, Levene’s test was significant so 
adjusted values were used. #  represents Gates delta effect size. 
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Table 10 
One-way ANOVA comparing students who are Immigrants, International, and Canadian 
born across self-concept domains 
 International  Immigrant  Canadian born   
Variable N M SD N M SD N M SD F-test 
Results 
η2 
Math 26 49.38 13.65 64 53.84 14.82 69 45.84 17.50 4.22* .05 
Religion 26 52.46 13.93 64 51.92 20.50 72 48.65 19.40 0.65 .01 
General 25 69.88 13.06 63 69.51 14.12 72 67.17 17.32 0.50 .01 
Honesty 26 64.81 9.63 60 66.72 10.87 66 69.77 11.34 2.36 .03 
Opposite Sex 25 52.28 10.00 59 54.95 11.50 66 53.32 13.00 0.53 .01 
Verbal 25 48.28 8.61 63 52.30 10.15 71 52.96 10.29 2.09 .03 
Emotional 
Stability 
25 47.52 10.24 58 48.57 11.89 67 44.64 13.31 1.66 .02 
Parent  26 59.42 11.06 64 60.25 12.54 67 61.03 13.84 0.16 .00 
Academic 26 51.04 11.91 63 57.68 10.27 70 58.33 9.82 5.01** .06 
Problem-
Solving 
23 51.87 9.00 63 54.17 10.31 70 51.60 9.04 1.30 .02 
Physical 
Appearance 
25 51.52 10.25 59 48.78 11.28 70 48.79 12.72 0.56 .01 
Same-Sex 24 54.88 8.03 62 57.45 8.05 67 55.90 10.30 0.85 .01 
Physical 
Abilities 
26 51.19 12.41 62 55.10 15.23 68 52.69 18.03 0.65 .01 
Note. N = sample size used for comparison, M = mean, SD = standard deviation, * p < .05, **p < 
.01, *** = p <.001. 
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Table 11 
T-test for Gender Differences across Self-Concept Domains 
 Men Women   
Variable N M SD N M SD t-test 
Results 
Hedge’s g 
Math 60 52.50 15.56 105 48.10 16.60 1.68 .27 
Religion 60 50.58 17.65 108 51.90 20.25 -0.42 .07 
General 58 70.17 14.21 108 67.82 15.85 0.94 .15 
Honesty 57 63.21 11.00 101 69.74 11.07 -3.57*** .59 
Opposite Sex 54 54.59 13.51 102 53.34 11.09 0.62 .09 
Verbal 60 51.17 9.48 105 52.54 10.42 -0.84 .10 
Emotional 
Stability 
55 51.80 11.38 101 43.76 11.95 4.08*** 
.68 
Parent  59 59.36 12.91 104 60.93 12.64 -0.76 .12 
Academic 60 56.20 11.01 104 57.49 10.31 -0.75 .12 
Problem-Solving 59 55.83 9.52 103 51.48 9.73 2.76** .45 
Physical 
Appearance 
59 50.36 11.95 101 48.33 11.72 1.05 
.17 
Same-Sex 57 57.68 8.47 102 55.35 9.87 1.50 .25 
Physical Abilities 59 59.61 14.47 103 49.98 15.96 3.82*** .62 
Note. N= sample size used for comparison, M= mean, SD= standard deviation, * p < .05, 
**p < .01, ***p <.001. 
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  Discussion 
In answer to the question of whether there is variation in self-concept domain 
scores as a function of the group to which one belongs, this research found evidence of 
some differences. Specifically, when verbal and academic self-concept scores were 
examined for international versus non-international students, the latter reported higher 
scores. When non-international students were subdivided into those who were Canadian 
born as opposed to immigrants to Canada, and then compared against international 
students, significant math and academic self-concept differences emerged. Immigrant 
students had higher math self-concept scores than Canadian born students but did not 
vary significantly from international students. With respect to academic self-concept, 
international students had lower scores than both Canadian born students and immigrant 
students, and those two groups did not differ from each other significantly.  
An examination of correlations across international, immigrant, and Canadian 
born students found that some correlational patterns were found across all groups, some 
were shared amongst 2 out of 3 groups, and other correlations were found only in a 
specific group. Analyses were also conducted to determine whether self-concept scores 
varied as a function of gender. As for gender differences, women had higher honesty self-
concept scores, whereas men scored higher on the domains of physical abilities, 
emotional stability, and problem-solving self-concept. In the subsections below, the 
following topics will be discussed: explanations for significant findings, rationale for why 
several domains were non-significant, and research limitations. 
 Where differences made a difference: Exploring significant findings. 
Self -concept differences across the three student groups were found in the academic, 
verbal, and math domains. The finding of lower academic self-concept among 
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international students in comparison with non-international students is consistent with 
literature on international student adjustment. Andrade (2006) has reported that 
international students find academic adjustment to be a challenge, and this assertion is 
supported by research from Grayson (2008) who documented that more international than 
domestic students reported feeling academically unsupported. Given that self-concept is 
shaped by the experiences one has (Shavelson et al., 1976), if international students do 
not feel that they are academically supported, this could have adverse effects on their 
academic self-perceptions, thereby explaining lower scores on academic self-concept. 
Lower verbal self-concept scores amongst international students may be due to these self-
perceptions stemming from the challenges these students report having with English 
speech and writing (Pidgeon & Andres, 2005). Supporting this notion, in this dataset, 
while most international students ranked themselves highly on reading and understanding 
English, many ranked themselves lower on speaking and writing English.  
The finding that immigrant students had higher math self-concept than those who 
were Canadian born is consistent with findings from Areepattamannil and Freeman 
(2008). These researchers showed that in the Canadian context, immigrant adolescents 
outperformed their non-immigrant peers. Also, in addition to actual math achievement, 
the immigrant students from that study also had higher levels of math self-concept. It 
should be noted that although this research uses students in higher education, whereas the 
study by Areepattamannil and Freeman uses young adolescents, both samples had similar 
demographic characteristics (i.e., most immigrant participants were Asian in origin). The 
gender differences which were found in the domains of emotional stability, physical 
abilities, problem-solving, and honesty are consistent with those reported by Marsh 
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(1989), and thereby provide credence to the notion that there are robust and replicable 
gender differences in self-concept. 
 Where differences did not make a difference: Explaining null findings. 
For the most part, self-concept differences were seen in the academic domain (except for 
problem-solving) but were not found in non-academic domains. With respect to gender 
differences, these were found in both academic (i.e., problem-solving) and non-academic 
(e.g., physical abilities) domains. However, for most core self-concepts (e.g., academic 
and general), gender differences did not emerge. One potential explanation for the failure 
to find group-based differences in non-academic self-concept domains could be due to 
participants having demographic similarity across non-academic domains. To illustrate, 
consider the variable of religiousness. An examination of the frequencies of this variable 
showed that across the three groups, over 68% of the participants reported ranging from 
1-4 on a 7-point Likert scale (1 = Not at all religious). An ANOVA analysis showed that 
there were no significant group differences on religiousness, F(2, 160) = .61, p = .545,  η2 
=  .01, and this could explain why religion self-concept did not differ across groups. 
An alternative explanation for why differences across non-academic domains 
were not found could be due to sample characteristics. All respondents were first year 
undergraduate students. Given that academics (i.e., in terms of coursework, grades etc.) is 
a large component of the lives of these students, it could be that self-concepts tied with 
academics which are chronically activated were more salient, and in contrast, information 
tied with other domains of self-concept were less readily available to access. Per this 
logic, it may be that the three student groups examined in this study do differ across non-
academic domains, but that such differences may not be evident until self-concept is 
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measured in the relevant context (e.g., assessing participants in their homes where parent 
self-concept may be more prominent).  
The failure to find gender differences in the full sample across certain self-
concept domains (e.g., academic) fits with past research in this area. To elaborate, recent 
studies (e.g., Rubie-Davies & Lee, 2013) as well as meta-analytic research (Gentile, 
Grabe, Dolan-Pascoe, Twenge, Wells, & Maitino, 2009) has failed to support the claim of 
gender differences in academic self-concept. While past literature has shown that men 
score higher than women on general self-concept (Marsh, 1989; Kling, Hyde, Showers, & 
Buswell, 1999), the magnitude of such difference is small. Given that in the overall 
sample, there were 109 women and 60 men, it could be that the presence of few men in 
this study could be masking a difference which does exist. The lack of gender differences 
in other domains, such as parent self-concept, replicates past research (Marsh, 1989). 
 Research limitations. Despite the merits of this research, some limitations 
exist which need addressing. First, despite efforts to recruit roughly equal numbers of 
participants per group by using the following question: “Were you born in Canada?”, the 
final number of participants in each group differed. After exclusion of participants who 
did not meet criteria for retention (e.g., failed attention checks), the size of the 
samples/groups was reduced in some cases and became more unequal. Despite this 
sample size reduction, significant findings were obtained, and these findings can be 
considered as noteworthy because most had a medium effect size. Survey length is 
another possible limitation. That is, participants were required to answer over 200 
questionnaire items during the span of the study which was expected to take 
approximately an hour to complete. Some meta-analytic research has indicated that 
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longer surveys have lower response rates, and that questionnaire content (e.g., difficulty 
of items, number of response options) etc. may also influence responding (Rolstad, Alder, 
& Ryden, 2011). 
  Chapter Summary 
In Chapter 2, all relevant details concerning Study 1 were provided. This study 
sought to answer the question of whether self-concept domain differences exist across 
international, immigrant and Canadian born students. Additionally, a secondary aim was 
to ascertain whether gender differences in the SDQ-III would replicate in the study 
sample. To introduce readers to the topic, where available, relevant literature on self-
concept domain differences (i.e., as operationalized using the Self-Description 
Questionnaire III) across those who are international, host-national born, or immigrant 
was provided. Also outlined was literature on gender differences across self-concept 
domains. A novel contribution of this research is that it documents noteworthy 
differences across the three student groups which would be masked were self-concept 
studied using only the superordinate category of undergraduate students. While Study 1 
was intended to document group-level differences in self-concepts, Study 2 was designed 
to expand on the nomological network of self-views. Specifically, the goal was to 
document how self-views fluctuate as a function of situational characteristics and 
personality attributes of an individual. In contrast with Study 1, only international 
students were examined in Study 2 given that this represented a high-interest group to the 
university on whom more data needed to be collected. In the following chapter, details of 
Study 2 will be provided and elaborated upon. 
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Chapter 3                                                                                                                                                                                         
Study 2: How I See the World Affects how I See Myself: The Influence of Threat, 
Resilience, and Acculturative Stress on Academic and General Self-Views in 
International Students 
  Introduction 
The goal of Study 2 was to examine whether international students would show 
variation in their levels of general and academic state self-views in response to exposure 
to threat-inducing stimuli (i.e., open-ended questions about interactions with those from a 
different culture designed to induce threat or not). A secondary aim was to ascertain how 
such variation in self-views would be influenced by levels of dispositional resilience and 
acculturative stress. Please note that for this and the following studies, the term self-
views is being utilized because it is inclusive of both self-esteem and self-concept 
(Bosson & Swann Jr., 2009), and because both self-esteem and self-concept are measured 
in Studies 2-4.  Study 2 relates to Study 1 because self-concept remains a central focus; 
however, it is an expansion given that another self-views variable (i.e., self-esteem) is 
also measured. Study 2 differs from Study 1 because as opposed to comparing different 
groups on self-concept, only one group of interest (i.e., international students) is 
examined. Another distinction between Studies 1 and 2 is that Study 2 looks at 
antecedents and moderators of self-views, whereas in Study 1, self-views were measured, 
but relationships with other variables were not explored (with the exception of gender 
and group status).  
International students were selected as the focal group for this study because 
internationalization is on the rise (International Consultants for Education and Fairs 
Monitor, 2016) and Canada is one of the top 3 countries in terms of the percentage of 
international students represented in the higher education sector (Coutinho, 2018). Given 
WHO I AM IS SHAPED BY MY PAST AND IMPACTS MY FUTURE           70 
 
this statistic, gaining more insight into the self-perceptions of international students is 
beneficial as it could be used for the provision of supports which can aid with retention 
and student success. International students face challenging situations (e.g., language 
learning, a novel educational system, financial issues, and being discriminated against) 
which could influence self-perceptions adversely (Smith & Khawaja, 2011). Individuals 
who are unable to adjust to their new environments are susceptible to threat (e.g., feeling 
isolated or rejected; Sherry et al., 2010). Some research has shown that when individuals 
feel excluded, the consequence is a decline in self-esteem levels (Leary, Tambor, Terdal, 
& Downs, 1995). Additionally, feeling threatened may trigger individuals to adopt a 
“breaking response” to threat wherein there is a decrease in state self-views and 
negativity is felt (vanDellen, Campbell, Hoyle, & Bradfield, 2011). Whether and to what 
extent threats are consequential for state self-views will be explored in this research using 
a subset of international students. To ground hypotheses tested, literature on the 
following is presented: self-views, intergroup threats amongst international students, how 
the effect of threat on self-views is exacerbated by acculturative stress, and how the effect 
of threat on self-views is buffered by resilience. 
 Self-views: A study relevant overview. In the following section, self-
views literature that is directly relevant to the current study will be reviewed. In Study 2, 
self-esteem and the following self-concepts were examined: general self-concept, 
academic self-concept, and verbal self-concept. General or global self-esteem concerns 
how positively or negatively an individual feels about herself overall (Rosenberg, 
Schooler, Schoenbach, & Rosenberg, 1995). In contrast, general self-concept refers to an 
overall self-description, which may include feeling-based statements (Shavelson et al., 
WHO I AM IS SHAPED BY MY PAST AND IMPACTS MY FUTURE           71 
 
1976). As specified in Chapter 1, general self-concept is inclusive of general level self-
esteem (Baumeister, 2005). Academic self-concept concerns beliefs about proficiency in 
the academic domain, the importance of studying, and self-evaluation in the academic 
domain (Marsh, 1989). Verbal self-concept is a specific form of academic self-concept 
which concerns the extent to which reading comprehension, expression through writing, 
vocabulary etc. are perceived as areas of importance, areas in which one is competent, 
and areas in which a person can feel positive self-regard (Marsh, 1989).  
  Whereas academic self-views correlate more strongly with behavioural 
outcomes such as GPA, general self-views correspond more with variables such as 
psychological well-being (Rosenberg et al., 1995). With respect to gender differences, 
meta-analytic research has shown that while men and women do not vary significantly in 
terms of academic self-concept (Gentile et al., 2009), men have displayed slightly higher 
scores than women on self-esteem (Kling et al., 1999).  Also, past research has outlined 
that women have displayed higher verbal self-concept, but lower general self-concept 
than men (Marsh, 1989). However, more current research has sometimes failed to 
replicate this pattern (e.g., no verbal self-concept difference in a university sample; 
Rubie-Davies & Lee, 2013).  
Though the self-perception literature is burgeoning, only a small proportion of 
studies have examined self-perceptions in international student samples, and a few 
relevant findings are outlined in this section. Research using a sample of international 
undergraduate and graduate students to Canada has demonstrated a positive relationship 
between self-esteem and adaptive variables (e.g., self-reported English competence and 
contact with Canadians), and negative relationships with maladaptive variables (e.g., 
WHO I AM IS SHAPED BY MY PAST AND IMPACTS MY FUTURE           72 
 
depression and sociocultural difficulty; Yang, Noels, & Saumure, 2006). As for academic 
self-perceptions, data from international students in the Czech Republic have indicated 
that lower levels are associated with feelings of distress and minimal peer support 
(Yamada, Klugar, Ivanova, & Oborna, 2014). These findings lend credence to the notion 
that higher levels of general and academic self-perceptions correspond with better 
adjustment and less adjustment difficulties. However, research based on international 
students in the United States has shown a pattern of associations where self-esteem was 
linked with less contact with the host group and shorter duration of stay (Lopez & Bui, 
2014). Mixed findings such as these suggest that examination of self-views in the 
international student population is a complex realm of study, and that it may be affected 
by a host of factors. In this study, acculturative stress and resilience are factors that will 
be taken into consideration when examining self-views fluctuation.  
There is extant research which is focused on issues that international students face 
in Ontario, and a few of these will be outlined. In a qualitative report on international 
education and the labour market, key themes which emerged include a sense of loneliness 
and lack of fitting in (even in upper years of university) due to reasons such as culture or 
lack of contact with host-nationals, and a sense that host-national peers have an 
advantage in terms of labor market outcomes (Trilokekar, Safdar, Masri, & Scott, 2014). 
Zhou and Zhang (2014) also did qualitative research at an Ontario university, and as with 
Trilokekar et al., they showed that loneliness was a common theme. Along with this 
theme, other themes such as difficulty forming ‘deep’ friendships with host-nationals and 
cultural differences influencing ease of integration also emerged (Zhou & Zhang, 2014).  
Recently, the Canadian Federation of Students-Ontario chapter (2017) report suggested 
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that international students may be in a state of precarity and vulnerability due to factors 
such as higher tuition fees and the need to invest in privatized health care.  
These findings illustrate that international students in the Ontario setting can be 
affected by a myriad of factors which can exert influence on self-perceptions. Also 
noteworthy is the pattern wherein the challenges expressed by international students often 
include mention of discrepancies with host-national students in social or academic 
respects. This said, it is imperative that research be conducted to ascertain the extent to 
which self-views amongst international students are malleable or fluctuate as a result of 
the salience of these challenges, given that such findings would clarify whether more 
needs to be done to support international students in their academic and integration 
journey.   
3.1.1.1.  Intergroup threats and international students. Intergroup threats— 
threats based on the perception that groups have the capacity to cause detriment to each 
other (Stephan, Ybarra, & Morrison, 2009)—represent a set of factors which may exert 
influence on self-views levels in the international student population. As per integrated 
threat theory, many threats exist which can contribute to prejudicial outcomes: symbolic 
threats, realistic threats, intergroup anxiety, and negative stereotypes (Stephan & Stephan, 
2000). Symbolic threats correspond to the beliefs held by in-group members that the 
beliefs and values of outgroup members are threatening and morally deviant because 
these beliefs and values differ from their own (Stephan & Stephan, 2000). In contrast, 
realistic threats are triggered by the perception that members of the outgroup are in direct 
competition for finite resources implying that outgroup members are threats to in-group 
power and welfare (Stephan & Stephan, 2000). Another threat, intergroup anxiety, 
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corresponds with the tension and discomfort that interaction partners experience in 
intercultural encounters (Stephan & Stephan, 2000). Lastly, negative stereotypes refer to 
overgeneralizations of outgroup members (Stephan & Stephan, 2000).  
Theory-testing research on integrated threat theory has shown greater support for 
symbolic and realistic threats as stand-alone threats as opposed to intergroup anxiety and 
negative stereotypes (Stephan et al., 2009). This assertion is supported by evidence that 
has shown that intergroup anxiety emerges as a sub-threat under symbolic and realistic 
threats, and that negative stereotypes contribute to the shaping of symbolic and realistic 
threats (Stephan et al., 2009). Additionally, symbolic and realistic threats have been 
studied outside the context of integrated threat theory (e.g., Esses, Haddock & Zanna, 
1993; Esses, Jackson, & Armstrong, 1998). As per one alternate theory, in parallel with 
symbolic threat, it was proposed that symbolic beliefs refer to the notion that outgroups 
may either conform or deviate from the way of being of the ingroup (Esses et al., 1993). 
The two vary in that symbolic threats are based on negatively-valenced norm and value 
content, and symbolic beliefs can be based on both negative and positive content (Esses 
et al., 1993). Also, the instrumental model of group conflict asserts that in contexts with 
perceived competition for limited resources, people want to rid themselves of competitors 
(Esses et al., 1998). In this vein, realistic threats occur in low-resource and high 
distributional inequality contexts (Esses et al., 1998). It should be noted that in its modern 
conceptualization, integrated threat theory has been renamed as intergroup threat theory 
(Stephan et al., 2009). 
Research examining international students within the framework of intergroup 
threat theory is limited (e.g., Charles-Toussaint & Crowson, 2010; Harrison & Peacock, 
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2010). Research on the non-international student response to internationalization has 
documented that international students are considered both as academic competitors and 
as noticeably different from non-international student peers on dimensions such as 
religion and communication styles (Charles-Toussaint & Crowson, 2010; Harrison & 
Peacock, 2010). The implication of such findings is that international students are 
perceived as both symbolic and realistic threats by non-international students. This 
assertion is corroborated by qualitative research with a British sample, wherein students 
whose home was Britain describe encounters with international students as being triggers 
for symbolic and realistic threat (Harrison & Peacock, 2010). Ultimately, these threat 
perceptions resulted in host-national students feeling diminished interest in interacting 
with international students and triggered mild xenophobic sentiments (Harrison & 
Peacock, 2010).  
In a recent comprehensive review paper of threat and defense, it was asserted that 
threats, irrespective of type, share the feature of individuals feeling a sense of incongruity 
(Jonas et al., 2014).  In response to this perception of incongruity, anxiety is triggered. 
Also, some research has found that when people feel threatened, an adverse consequence 
is decline in self-esteem (Baumeister & Tice, 1985; Gruenewald, Kemeny, Aziz, & 
Fahey, 2004). Given that self-esteem is nested within self-concept (Baumeister, 2005), it 
is reasonable to posit that self-concept is also influenced by threat adversely. Till this 
point, the literature concerning threat which has been addressed has primarily focused on 
how non-international students perceive international students as elicitors of symbolic 
and realistic threat. A recent review of the role of attitudes in migration has indicated that 
a limitation in the literature is the lack of examination of immigrant perceptions of host 
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society members (Esses, Hamilton, & Gaucher, 2018). Given that international students 
are often clustered under the immigrant label as temporary migrants (Hazen & Alberts, 
2006), exploring how international students perceive and respond to those who are host-
nationals (i.e., as symbolic or realistic threats) would address this gap.  
In this study, international university students represent the target group for whom 
symbolic and realistic threat levels are being manipulated, and threat was induced by 
getting international students to compare themselves to host-national students. The goal 
was to determine whether these threat priming conditions would result in changed levels 
of state self-views. It was believed that formulating the threat conditions in this way (i.e., 
by getting international students to engage in social comparisons) would be an effective 
way of testing hypotheses because some research shows that international students do 
factor non-international students into their views and it has consequences for their 
adjustment. To illustrate, in a qualitative study, Sovic (2008) found that international 
students described that giving presentations and participating in group work were 
challenging because there is concern about being judged by non-international peers or 
feeling excluded due to language barriers. Additionally, there are concepts taught which 
non-international students understand easily that may be difficult for international 
students to grasp, which could serve to hinder learning (Sovic, 2008). This example 
shows how non-international students may be seen as realistic threats by international 
students (i.e., non-international students may be seen as having advantages in the 
academic domain or as making the academic domain difficult to navigate).  
Similarly, there is evidence to suggest that non-international students may be 
perceived as symbolic threats by their international peers. As an example, in a qualitative 
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study of international students to Britain, participants expressed how due to cultural 
differences not only was it difficult to form friendships with host-nationals, but it also 
was hard to feel like one could fit in with society at large without the forsaking of  
identity (Newsome & Cooper, 2016). This example shows how non-international students 
may be viewed as symbolic threats by international students (i.e., non-international 
students could be considered having a culture that cannot be reconciled with the home 
culture and this can be troubling). The symbolic and realistic threat examples outlined 
above lend credence to the notion that when international students reflect on non-
international students (i.e., in terms of interactions, perceptions, and comparisons), some 
of these reflections are threatening in nature. Given this point, asking international 
students to engage in comparisons of their situation with those of non-international 
students served as a straightforward method of eliciting symbolic and realistic threat, and 
was used as a manipulation in this research. Specific details about the threat 
manipulations used are found in the Methods section. Given the literature described in 
this subsection, the following hypotheses were established: 
H1: International students primed with symbolic threat (i.e., made to acknowledge 
cultural differences with non-international student peers) will have relatively 
lower general self-views scores (i.e., general self-concept and self-esteem) than 
those in whom no threat is made salient. 
H2: International students primed with symbolic threat (i.e., made to acknowledge 
cultural differences with non-international student peers) will have relatively 
lower academic self-views scores (i.e., academic self-concept and verbal self-
concept) than those in whom no threat is made salient. 
WHO I AM IS SHAPED BY MY PAST AND IMPACTS MY FUTURE           78 
 
H3: International students primed with realistic threat (i.e., made to acknowledge 
that their non-international student peers are competitors in the academic context) 
will have relatively lower general self-views scores (i.e., general self-concept and 
self-esteem) than those in whom no threat is made salient. 
H4: International students primed with realistic threat (i.e., made to acknowledge 
that their non-international student peers are competitors in the academic context) 
will have relatively lower academic self-views scores (i.e., academic self-concept 
and verbal self-concept) than those in whom no threat is made salient.  
3.1.1.2. Moderation of the threat self-views relationship. Lowered self- 
perception scores are a possible response to threat (e.g., Leary et al., 1995). However, the 
experience of threat may not always correspond with a drop in self-views due to 
individuals employing mechanisms such as affirmations in alternative domains or 
identifying with group members for social support (Crocker & Major, 1989). These 
mixed results suggest that the extent of the effect of feeling threatened on self-
perceptions could depend on what moderating variables are at play. In the subsections 
below, two potential moderators (i.e., acculturative stress and dispositional resilience) are 
discussed.   
3.1.1.2.1 Acculturative stress makes things worse: A debilitative moderator.  
One variable that could intervene in the threat self-views relationship is acculturative 
stress. Acculturative stress, in the simplest sense, concerns challenges faced by 
individuals during the various stages of acculturation (Berry, 2006). Acculturation is the 
process through which individuals get exposure to cultures other than their own and are 
faced with four potential orientations towards the different cultures: assimilation, 
adaptation, segregation, or marginalization (Berry, 2006). Assimilation involves 
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prioritizing the host culture over the home culture, and adaptation refers to adjusting 
oneself in a way that incorporates both the host and home cultures (Berry, 2006). 
Segregation represents an approach where the home culture is given central focus and 
one remains detached from the host culture (Berry, 2006). Lastly, as per the 
marginalization strategy, individuals detach themselves from both the host and the home 
culture (Berry, 2006).  
Acculturative stress stems from life experiences wherein individuals perceive 
conflicts between their home and host culture about what is the appropriate way of being 
(Berry, 2006). Many researchers have studied acculturative stress amongst international 
students (Akhtar & Kröner-Herwig, 2015; Nasirudeen, Josephine, Adeline, Seng, & Ling, 
2014; Poyrazli, Kavanaugh, Baker, & Al‐Timimi, 2004; Yakunina, Weigold, Weigold, 
Hercegovac, & Elsayed, 2013). In a sample of Asian international students to Singapore, 
Nasirudeen et al. (2014), showed that those who had poorer English proficiency, those 
who originated from countries further than Singapore, and those with lower earnings 
reported higher levels of acculturative stress. Also, research from the United States has 
shown that with regards to personality and individual differences, individuals who have 
higher levels of hardiness and universal-diverse orientation (i.e., those with more 
resiliency and a greater ability to positively appreciate diverse viewpoints) displayed 
lower levels of acculturative stress, which in turn has positive implications for 
psychological adjustment (Yakunina et al., 2013).  
As for findings concerning the influence of demographic variables on 
acculturative stress, research with a sample of international students to Germany has 
shown that older international students, requiring financing for education, and not being a 
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European international student all were predictive of higher acculturative stress (Akhtar 
& Kröner-Herwig, 2015). In contrast, lower acculturative stress was predicted by 
proficiency in German and past travel experience (Akhtar & Kröner-Herwig, 2015). 
Another study of international students to the United States found that international 
students of Asian origin as well as those with poorer English fluency had greater 
acculturative stress, whereas having social support was tied with lesser acculturative 
stress (Poyrazli et al., 2004). Taken together, these studies indicate that acculturative 
stress is reduced through factors associated with greater comfort and host country 
knowledge and exacerbated through factors associated with being different (e.g., a 
different age from the norm or coming from a very different country than the host 
country).  
In terms of research connecting acculturative stress to self-esteem, some 
researchers have found acculturative stress and self-esteem to be negatively correlated in 
US samples of immigrants (Kim, Hogge, & Salvisberg, 2014) and ethnic minority 
students (Paukert, Pettit, Perez, & Walker, 2006). The same negative association between 
acculturative stress and self-esteem has also been found in a sample of international 
students to the United States (Jackson, Ray, & Bybell, 2013). In addition to acculturative 
stress having a correlational link with lower self-esteem, such stress also has been found 
to have inhibitive effects on self-esteem (Kim et al., 2014), and it has been demonstrated 
that threatening situations are harmful for self-esteem (Leary et al., 1995). Based on these 
findings, it is reasonable to expect that higher levels of acculturative stress could amplify 
the effect of threat on self-esteem. 
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 Less is known about how different types of self-concept are influenced by 
acculturative stress. As for self-concept in the academic domain, a negative relationship 
between academic self-concept and acculturative stress has been documented (Short, 
2000). Given that verbal self-concept is a form of academic self-concept (Shavelson et 
al., 1976), it is reasonable to expect that verbal self-concept might also negatively link to 
acculturative stress. Similarly, given that self-esteem is a part of general self-concept, it is 
reasonable to conjecture that the findings of a negative relationship might also be seen for 
the general self-concept-acculturative stress link. The following hypotheses are derived 
based on the research presented above. 
H5: Acculturative stress will moderate the threat-self-views link such that those 
who score higher on acculturative stress will have lower general self-views scores 
(i.e.., general self-concept and self-esteem) than those who score lower on 
acculturative stress when individuals are primed with symbolic and realistic 
threats instead of being given a neutral prime.  
H6: Acculturative stress will moderate the threat-self-views link such that those 
who score higher on acculturative stress will have lower academic self-views 
scores (i.e., academic self-concept and verbal self-concept) than those who score 
lower on acculturative stress when individuals are primed with symbolic and 
realistic threats instead of being given a neutral prime.   
3.1.1.2.2. Resilience improves the capacity to cope: A facilitative moderator.   
Whereas acculturative stress is expected to intensify the negative relationship between 
threats and self-views, a variable which is expected to dampen the threat-self-views 
relationship is dispositional resilience. A variety of situations in life can be classified as 
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traumatic or upsetting, such as losing a loved one, being in an accident, being an assault 
victim, negative family history, and being in a low socioeconomic status group-SES 
(Bonanno, 2004; Masten, 2001). Being an international student and having difficulties 
adjusting to the new environment due to feeling like an outsider (Sherry et al., 2010) can 
be both a stressful and traumatic experience. Despite the potential for stressful life events 
to have negative consequences, there are individual differences, such as resilience, in 
how individuals face such struggles. Resilience has been defined as “a class of 
phenomena characterized by good outcomes in spite of serious threats to adaptation or 
development” (Masten, 2001, p. 228).  
Some research has explored the presence of resilience amongst international 
students (e.g., Gu, Schweisfurth, & Day, 2010; Sabouripour & Roslan, 2015; Wang, 
2009). In a mixed-method investigation of first year international students conducted in 
UK, Gu et al. (2010) found evidence to suggest that resilience was one of the key themes 
that emerged in discussions of intercultural experiences. Specifically, resilience was a 
response used for the reconciliation of differences between home and host cultures, and 
in turn to further develop the self (Gu et al., 2010). Sabouripour and Roslan (2015) found 
evidence of race differences in resilience amongst international students at a Malaysian 
university. Middle Eastern students were found to have the lowest levels of resiliency as 
compared to Asian and African students. In another study examining international 
students to the United States, Wang (2009) found that qualities tied to personal resilience 
were positively linked with a host of demographic variables; for example, having prior 
international experience was linked with the quality of being “organized” and being able 
to sort information to build a plan. Also, having multiple sources of support to draw upon 
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was tied with the ability to stay focused and maintain a positive self-view (Wang, 2009). 
This study also showed that resilience characteristics had inverse associations with 
adjustment difficulties (e.g., resilience qualities such as positive self and worldviews 
were negatively tied with difficulty in university admission and selection processes; 
Wang, 2009).  
Taken together, the implication of such findings is that certain personal 
characteristics, such as social support, may promote resilience, and being resilient may 
protect against adjustment difficulties. Some research has examined how self-esteem and 
resilience are tied (e.g., Benetti & Kambouropolis, 2006; Kwek et al., 2013). In both 
international and host-national samples, a positive relationship has been found between 
resilience and self-esteem (Kwek et al., 2013). Some research has suggested that the 
mechanism through which resilience influences self-esteem is through positive emotion 
(i.e., resilience leads to positive affect which feeds forward into better self-esteem; 
Benetti & Kambouropolis, 2006). Resilience and self-concept also have links. To 
illustrate, in a mixed-method study of South African adolescents, those who fit a 
resilience profile were characterized by relatively positive self-concept, whereas those 
with a vulnerable profile were seen as having a negative self-concept (Theron, 2004). 
Given the information above, the following hypotheses were formulated.  
H7: Resilience will moderate the threat-self-views link such that those who score 
higher on resilience will have higher general self-views scores (i.e., general self-
concept and self-esteem) than those who score lower on resilience (i.e., increased 
resilience will have an increasingly positive effect when individuals are primed 
with symbolic and realistic threats instead of being given a neutral prime).  
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H8: Resilience will moderate the threat-self-views link such that those who score 
higher on resilience will have higher academic self-views (i.e., academic self-
concept and verbal self-concept) than those who score lower on resilience (i.e., 
increased resilience will have an increasingly positive effect when individuals are 
primed with symbolic and realistic threats instead of being given a neutral prime). 
  Methods 
 Participants. The goal was to recruit 180 participants with an end goal of 
having roughly 50 participants in each of the three conditions after exclusions on the 
basis of factors such as failed attention checks. A total of 159 participants comprised the 
final sample for this study after screening and data cleaning (see Results). Participants 
ranged in age from 17 to 23 (mode = 18). In terms of gender, 113 identified as women 
and 46 as men. All but two of the participants were single and had never been married. 
The most highly represented ethnicities in the sample were Chinese (N = 114), followed 
by White (N = 17), and South Asian (N = 9), and the least-highly represented ethnicities 
in the sample were Southeast Asian and West Asian (N = 2 for each). Additionally, most 
participants reported China as their country of origin, and some other countries of origin 
included the United States, Mexico, India, and Trinidad. Furthermore, most participants 
spoke Mandarin, Cantonese, or a Chinese dialect. Some other spoken languages include 
Spanish, English, and Punjabi. The participants in the sample had been in Canada 
anywhere from under a month to over a decade. In terms of immigration status, 
participants listed categories such as citizens, dual citizens, being on a study permit, and 
being a permanent resident. In terms of future plans, about 69 % of the students in the 
sample either wanted to stay in Canada for employment or for further education. With 
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respect to the number of participants per condition, the breakdown is as follows: Neutral 
(N = 52; 14 men and 38 women), Symbolic (N = 55; 16 men and 39 women), and 
Realistic (N = 52; 16 men and 36 women). 
 Measures. 
3.2.2.1. Acculturative stress. To measure acculturative stress, the Acculturative  
Stress Scale for International Students was used (ASSIS; Sandhu & Asrabadi, 1994). This 
36-item scale measures acculturative stress for international students, and has the 
following seven subscales: Guilt (two items; e.g., I feel guilty to leave my family and 
friends behind), Fear (four items; e.g., I fear for my personal safety because of my 
different cultural background), Stress Due to Culture Shock (three items; e.g., I feel 
uncomfortable to adjust to new foods and/or to new eating habits), Homesickness (four 
items; e.g., Homesickness for my country bothers me), Perceived Discrimination (eight 
items; e.g., I am treated differently in social situations), Perceived Hate (five items; e.g.,  
I feel rejected when people are sarcastic towards my cultural values), and Miscellaneous 
(10 items; e.g., I feel nervous to communicate in English).   
The items are scored on a 5-point Likert scale with the following endpoints 1 = 
Strongly Disagree to 5 = Strongly Agree. The acculturative stress score a person receives 
is based on their total score which accounts for all subscales. Higher scores correspond 
with greater levels of acculturative stress. The ASSIS is a measure used in current 
research and its reliability has been supported (e.g., α = .94; Sullivan & Kashubeck-West, 
2015). Nasirudeen et al. (2014) have obtained split-half reliability scores of r = .92 and r 
= .90 respectively. In support of the factorial validity of the ASSIS, a large-scale study (N 
= 567) showed that the 7-factor structure had good model fit (Yu et al., 2014). The 
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ASSIS is available online at: 
http://journals.sagepub.com/doi/pdf/10.2466/pr0.1994.75.1.435 
3.2.2.2. Demographics. To determine defining characteristics of the participants,  
the following demographic information was requested from participants: age, gender, 
marital status, ethnicity, home country, language spoken at home, length of stay in 
Canada thus far, reasons for study abroad, and future plans. To measure motivation to 
study abroad, the Goals for Study Abroad Scale (Chirkov, Vansteenkiste, Tao, & Lynch, 
2007) was used. This measure has nine items which can be further delineated into two 
factors: Preservation (five items; e.g., I came to study abroad because I was concerned 
about security and crime in my home country), and Self-Development (four items; e.g., I 
came to study abroad because a foreign university degree will open doors). The 
Preservation factor is concerned with avoidance of aversive agents in the home country 
as a motivator to study abroad, whereas the Self-Development factor is concerned with 
the desire for personal growth driving study abroad decisions (Chirkov et al., 2007). 
 In addition to the nine questions described, an additional three fill-in the blank 
questions are presented (e.g., I came to study abroad because of ______________), and 
these were to enable international students to include any reasons which may have been 
missed. Each item is scored on a 5-point Likert scale with markers ranging from 1 = Not 
at all because of this reason to 5 = Completely because of this reason. Past research has 
found that the 9-item measure has acceptable to good reliability (e.g., Self-Development 
α = .60-.66; Preservation α = .70-.80; Chirkov et al., 2007; Chirkov, Safdar, De Guzman, 
& Playford, 2008). This scale can be found online at https://ac.els-
cdn.com/S0147176706000241/1-s2.0-S0147176706000241-main.pdf?_tid=b4dbd44a-
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72ef-485e-
b5703bf571432860&acdnat=1534948244_11f9a8c524dddafff89d13ae40d86a1c    
3.2.2.3. General self-views. Two general self-views were measured, and these  
were self-esteem and general self-concept. To measure general self-esteem, the 
Rosenberg Self-Esteem Scale (RSE; Rosenberg, 1965) was used. The RSE is a 10-item 
measure of general self-esteem. A 7-point Likert scale was used in this research where 1 
= Strongly Disagree and 7 = Strongly Agree.  Several factor structures have been tested 
for this measure; however, evidence suggests that a single factor solution effectively 
captures much of the variance (Donnellan, Trzesniewski, & Robins, 2015). A sample 
item from this measure is as follows: I feel that I have a number of good qualities. The 
RSE is available online at 
http://fetzer.org/sites/default/files/images/stories/pdf/selfmeasures/Self_Measures_for_Se
lf-Esteem_ROSENBERG_SELF-ESTEEM.pdf   
To measure general self-concept, the General subscale from the Self-Description 
Questionnaire III (SDQ-III; Marsh & O’Neill, 1984) was used. The SDQ-III General 
subscale comprises 12 items, and a sample item is as follows: Overall, I have a lot of 
respect for myself. As with Study 1, items on the SDQ-III are scored on an 8-point Likert 
scale where 1 = Definitely False to 8 = Definitely True. Past findings have demonstrated 
that the SDQ-III and the RSE have good levels of concurrent validity (Donnellan et al., 
2015). With regards to reliability, the SDQ-III General subscale has good reliability α = 
.88 (Marsh & O’Neill, 1984). These measures were presented to participants in such a 
way that it was clear that state levels were being measured as compared to trait levels 
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(e.g., instructions for the RSE read: Please select the option that applies best to you based 
on your current state). 
3.2.2.4. Academic self-views. Two academic self-views were measured, and  
these were academic self-concept and verbal self-concept. The subscales for both of these 
self-concepts were from the Self-Description Questionnaire for Late Adolescents (SDQ-
III; Marsh & O’Neill, 1984). The Verbal subscale has 10 items and a sample item is as 
follows: I have a poor vocabulary. The Academic subscale has 10 items and a sample 
item is as follows: I’m not particularly interested in most academic subjects. The SDQ-III 
items are scored on an 8-point Likert scale where 1 = Definitely False to 8 = Definitely 
True. Past research has shown that both the verbal (α = .86) and academic subscales (α = 
.90) demonstrated good reliability (Marsh & O’Neill, 1984). These subscales were 
presented to participants using the following instructions so that it was clear that state 
self-views were being measured: Respond to the items as you now feel even if you felt 
differently at some other time in your life. 
3.2.2.5. Resiliency. To measure resilience, the Resiliency Scale for Young Adults  
(RSYA; Prince-Embury, Saklofske, & Nordstokke, 2017) was used. This measure 
comprises 3 factors: Relatedness (four subscales , overall n = 20, e.g., If something bad 
happens, I can ask my friends for help); Mastery (three subscales, overall n = 15, e.g., If I 
have a problem, I can solve it); Emotional Reactivity (three subscales,  overall n = 15, 
e.g., People say that I am easy to upset). Items were scored on a 5-point Likert scale 
ranging from 1 = Never to 5 = Almost Always. To keep with the original scoring of the 
measure, scores were recoded to fall on a 0-4 range. The reliabilities for the three factor 
scales in past research are as follows: Mastery α = .89, Relatedness α = .91, Emotional 
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Reactivity α = .92 (Prince-Embury et al., 2017). Additionally, support has also been 
obtained for the factorial validity of this measure (Prince-Embury et al., 2017). For the 
sake of this research, the Mastery and Relatedness subscales were summed into a 
Resource scale, and this was used as the resiliency measure in subsequent analysis. For 
the sake of clarity, henceforth the Resource subscale will be referred to as Resilience. For 
access to scale items, readers are advised to contact the corresponding author listed at 
http://journals.sagepub.com/doi/pdf/10.1177/0734282916641866   
3.2.2.6. Priming task for threat conditions.  A simple priming procedure was  
used to simulate environments of symbolic and realistic threat. In the symbolic threat 
condition, participants were presented with the following open-ended prompt: Describe a 
situation in which you had an encounter with someone from a different culture and felt 
uncomfortable because of value or cultural differences. In the realistic threat condition, 
participants were presented with the following open-ended prompt: Describe a situation 
in which you felt disadvantaged due to the Canadian education system/ your Canadian 
peers. For the neutral condition, participants were presented with the following open-
ended prompt: Describe a situation where you interacted with someone from a different 
culture. In developing the priming questions, first the literature was reviewed to see 
whether international students face challenges that could be logically categorized as 
representing symbolic or realistic threat (e.g., Sovic, 2008; Newsome & Cooper, 2016). 
Next, based on issues that emerged as most prominent (i.e., cultural and academic 
adjustment), questions were generated for symbolic threat, realistic threat, and a neutral 
condition. The reason this open-ended procedure was chosen is because it was believed 
that what constitutes a symbolic or realistic threat may vary across participants, and that 
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an open-ended prime would render the content more personally relevant to participants 
than one that was closed-ended.  
3.2.2.7. Social desirability. To measure social desirability, the Measure of Social  
Desirability (Shultz & Chavez, 1994) was used. Items are scored on a 5-point Likert 
Scale ranging from 1 = Strongly Disagree to 5 = Strongly Agree. This measure has a total 
of 11 items which subsume the factors of Self-Deceptive Enhancement and Impression 
Management (factors described in Study 1, section 2.2.2.5). The Self-Deceptive 
Enhancement subscale comprises six items, and a sample item reads as follows: I’ve 
never hated anyone. The Impression Management Subscale comprises five items, and a 
sample item reads as follows: I never jaywalk. This measure has been found to have 
acceptable reliability (i.e., α > .70) in past research (e.g., Shultz & Chavez, 1994; 
Andrews & Kacmar, 2003). This measure is available online at 
http://journals.sagepub.com/doi/pdf/10.1177/0013164494054004009  
 Procedure.  Participants were recruited from the University of Western 
Ontario through the undergraduate psychology participant pool (i.e., SONA). Interested 
participants saw a description of the study on the SONA webpage and signed up for a 
convenient timeslot. The advertisement on SONA informed students that the research 
was about understanding the experiences and perceptions of international students, 
described eligibility criteria and compensation, explained what participation would entail, 
and lastly, provided researcher contact details. When participants arrived at the Social 
Psychology Testing Labs for their designated timeslots, they were accompanied to a 
testing room, and set up at a computer terminal to start the study. The participant began 
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the study after having any questions answered by the research assistant and consenting on 
the online form.  
The study was hosted on a web survey browser (Qualtrics). Participants first were 
randomly assigned to one of the following priming conditions: neutral (i.e., no threat), 
symbolic threat, or realistic threat. In this task, participants answered an open-ended 
question which tapped into their perceptions and experiences as international students. 
Next, participants completed the survey in one of four study orders. In Order 1, 
participants completed the survey in this sequence: Rosenberg Self-Esteem (RSE), Self-
Description Questionnaire-III (SDQ-III), Acculturative Stress Scale for International 
Students (ASSIS), Measure of Social Desirability (MOSD), Resiliency Scale for Young 
Adults (RSYA), Goals for Study Abroad Scale, and Demographics. In Order 2, the 
following sequence was used: RSYA, MOSD, ASSIS, SDQ-III, RSE, Goals for Study 
Abroad Scale, and Demographics. The sequence of Order 3 is as follows: MOSD, RSYA, 
SDQ-III, RSE, ASSIS, Goals for Study Abroad, and Demographics. Lastly, Order 4 was 
presented to participants in this format: ASSIS, RSE, SDQ-III, RSYA, MOSD, Goals for 
Study Abroad Scale, and Demographics. Upon completion of the questionnaires, 
participants were presented with an online debriefing form and compensated 1.0 research 
credits for participation in keeping with university policy. 
 Results 
To test Study 2 hypotheses, a series of multiple regression analyses were 
conducted with each dependent variable (academic self-concept, verbal self-concept, self-
esteem, and general self-concept) as an outcome variable. For each dependent variable, 
separate models were run. First, models were run wherein threats were entered as 
predictors, next the moderator variable (i.e., acculturative stress or resilience) was added 
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in and tested (i.e., main effects model), and finally interaction terms were created and 
included as predictors in the model. In these models, threat was dummy coded with two 
new variables to differentiate between symbolic threat, realistic threat, and the neutral 
condition. In one set of models, acculturative stress was the moderator, and in another set, 
resilience was the moderator. Additionally, several ANOVAs were conducted to 
determine whether academic and general self-views differed as a function of threat level. 
 Data cleaning and descriptive statistics. A total of 192 responses were 
logged on the Qualtrics system. Upon initial examination, a total of 26 responses were 
removed due to the case not containing any data or participant failure to complete the 
priming condition. An additional participant was removed from the dataset because this 
participant completed the priming condition, but the response provided (i.e., No) 
indicated that the participant did not actually do the writing task requested. As a next 
step, any participants who did not answer “Yes” to the question “Are you an international 
student?” were removed from the dataset because this question was used as an additional 
screener. A total of 159 participants remained after removal of those participants 
mentioned above. As a starting point, after necessary reverse-coding and total score 
formation, data were examined to explore whether any of the key study variables had 
outliers. A value was labelled as an outlier if it varied ± 2.5 standard deviations from the 
mean. For all key variables, less than 5% of the cases exceeded the ± 2.5 cut-off so a 
decision was made to retain all outlying cases. For computing t-tests, ANOVAs, and 
correlations, a pairwise deletion procedure was used5, and for reliability, descriptives, 
 
5
 Pairwise deletion was used for correlations, t-tests, and ANOVAs across the studies for the sake of 
consistency. Also, in Studies 1 and 4, there was concern about correlation patterns being masked if too 
much data were to be excluded using a listwise procedure.  
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and regressions, listwise deletion was used. Histograms of the study variables are found 
in Appendix B. 
Collinearity with social desirability was checked for by identifying any 
correlations > .80, and there were none. The impression management subscale correlated 
negatively with acculturative stress, and positively with resilience and did not 
significantly correlate with the self-views measures. The self-deceptive enhancement 
subscale and the full scale correlated significantly negatively with verbal self-concept. A 
cultural tendency towards modesty (i.e., Cai et al., 2011) may explain this result or 
alternatively it could be due to language difficulty (Andrade, 2005). The pattern of 
findings based on correlations with the impression-management subscale are consistent 
with expectations that social desirability substantively relates to adjustment variables 
(Costa & McCrae, 1983). However, given that the sample was primarily composed of 
Asian students, there is also the possibility that due to cultural norms surrounding self-
disclosure and the need for approval, (Johnson & van de Vijver, 2004), students may 
have downplayed levels of acculturative stress (i.e., to save face). Finally, the shorter 
scale length and specificity of the social desirability measure used in this study may also 
have contributed to the correlational patterns (or lack thereof) documented. 
As a next step, an ANOVA analysis was conducted to see whether the order in 
which the questionnaires were presented to participants had any effect on scores. A brief 
description along with the findings from this analysis are presented in Appendix B. Table 
12 presents descriptive statistics and reliabilities for the full dataset, and the descriptive 
statistics for the neutral, symbolic, and realistic threat conditions are presented in Table 
13. Correlations between the key study variables can be found in Table 14. 
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Table 12 
Descriptive Statistics for Full Dataset 
Note. K = number of items, N = sample size, Skew = Skewness, α = reliability.  SD-SDE = self-deceptive 
enhancement, SD-IM = impression management. Scale midpoints are not provided for Resilience, 
R_Mastery, and R_Relatedness because the descriptive statistics provided for these variables correspond 
with t-scores. The medians of these variables are as follows: R_Mastery = 50.63, R_Relatedness = 49.88, 
and Resilience = 50.25 
 
 Variable 
K 
N Mean 
Standard 
Deviation 
Skew Kurtosis  α 
Score 
Range 
Scale 
Midpoint 
Self-Esteem 10 155 49.50 9.54 0.01 -0.30 .86 27-70 35 
General Self-Concept  12 152 70.23 12.57 -0.34 -0.48 .92 33-96 48 
Academic Self-Concept 10 147 53.04 11.11 -0.13 -0.65 .89 26-75 40 
Verbal Self-Concept 10 156 49.13 11.42 0.14 0.65 .87 16-80 40 
Acculturative Stress (AS) 36 147 78.82 20.99 0.32 -0.09 .94 40-145 90 
AS_Perceived 
Discrimination 
8 156 16.78 5.54 0.33 -0.46 .86 8-32 20 
AS_Homesickness 4 156 11.26 3.54 0.25 -0.57 .71 4-20 10 
AS_Perceived Hate 5 155 9.11 3.46 0.97 1.13 .85 5-22 12.5 
AS_Fear 4 153 7.61 2.83 0.42 -0.65 .74 4-16 10 
AS_Stress, Culture 
Shock and Change 
3 157 7.02 2.09 0.10 -0.55 .22 3-12 7.5 
AS_Guilt 2 159 3.86 1.59 0.78    0.65 .36 2-10 5 
AS_Miscellaneous 9 156 21.29 6.50 0.06 -0.71 .81 9-36 22.5 
Resilience(R) 35 149 49.84 8.98 -0.31 -0.15 .92 25.78-
70.51 
 
R_Mastery 15 154 50.00 10.00 -0.33 -0.04 .90 22.39-
71.16 
 
R_Relatedness 20 152 50.00 10.00 -0.11 -0.35 .88 25.03-
73.31 
 
Social Desirability (SD) 11 155 33.79 6.83 0.29 -0.34 .78 18-52 27.5 
SD_SDE 5 157 19.75 3.37 -0.10 -0.34 .50 10-27 12.5 
SD_IM 6 157 14.10 4.41 0.56 0.22 .78 6-29 15 
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Table 13 
Descriptive Statistics for the Neutral, Symbolic, and Realistic Threat Conditions 
Note. N = sample size, M = mean, SD = standard deviation 
  Neutral  Symbolic  Realistic  
  N M SD 
Score 
Range 
N M SD 
Score 
Range 
N M SD 
Score 
Range 
Self-Esteem 50 51.16 8.71 35-70 52 48.33 9.64 27-66 53 49.08 10.12 28-70 
General Self-Concept 50 72.42 10.24 49-95 51 67.47 13.42 33-90 51 70.84 13.46 47-96 
Academic Self-Concept 47 53.64 9.93 34-72 50 52.32 11.93 26-74 50 53.20 11.49 30-75 
Verbal Self-Concept 50 50.22 11.10 28-80 52 46.75 11.58 16-74 54 50.41 11.41 18-74 
Acculturative Stress (AS) 44 75.45 19.55 40-118 50 78.10 18.96 43-114 53 82.28 23.67 42-145 
AS_Perceived Discrimination 50 16.06 5.31 8-28 52 16.44 5.27 8-32 54 17.76 5.96 8-32 
AS_Homesickness 50 11.24 3.44 4-20 51 11.16 3.54 4-19 55 11.38 3.69 4-19 
AS_Perceived Hate 49 8.61 2.80 5-14 52 8.87 3.31 5-19 54 9.80 4.03 5-22 
AS_Fear 48 6.90 2.36 4-12 52 8.08 2.77 4-14 53 7.79 3.19 4-16 
AS_Stress, Culture Shock and 
Change 
51 6.61 1.98 
3-11 
51 6.94 1.89 
3-11 
55 7.47 2.31 
3-12 
AS_Guilt 52 3.94 1.61 2-9 52 3.65 1.40 2-7 55 3.98 1.75 2-10 
AS_Miscellaneous 49 19.78 5.87 9-32 52 21.54 6.14 10-35 55 22.42 7.18 9-36 
Resilience(R) 49 52.04 7.49 
30.02-65.7 
50 46.31 9.34 
25.78-
66.76 
50 51.22 9.04 
30.29-
70.51 
R_Mastery 50 52.04 9.02 
28.81-
71.16 
51 46.55 9.87 
22.39-
66.03 
53 51.40 10.31 
26.24-
71.16 
R_Relatedness 49 52.27 8.01 
31.24-
67.49 
51 46.37 10.34 
27.1-67.49 
52 51.42 10.52 
25.03-
73.71 
Social Desirability (SD) 51 34.49 5.80 20-52 51 33.96 7.39 22-49 53 32.94 7.23 18-49 
SD_Self-Deceptive 
Enhancement 
52 19.73 3.09 
13-27 
51 20.12 3.66 
13-27 
54 19.43 3.35 
10-26 
SD_Impression Management 51 14.86 3.76 7-29 52 13.85 4.55 6-23 54 13.61 4.82 7-25 
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Table 14 
Correlation Matrix for Key Study Variables 
Variable 1 2 3 4 5 6 7 8. 9. 
1.Self-Esteem 1          
2.Acculturative Stress (AS) -.39** 1        
3.Social Desirability (SD) -.07 -.11 1       
4.Resilience (R) .54** -.46** .10 1      
5.AS_Discrimination -.35** .88** -.15 -.42** 1     
6.AS_Homesickness -.16 .58** -.12 -.15 .27** 1    
7.AS_Perceived Hate -.39** .82** -.12 -.40** .82** .28** 1   
8.AS_Fear -.40** .82** -.03 -.47** .68** .32** .66** 1  
9.AS_Stress -.23** .71** -.08 -.33** .57** .41** .54** .49** 1 
10.AS_Guilt -.30** .58** -.09 -.29** .48** .44** .46** .47** .38** 
11.AS_Miscellaneous -.38** .91** -.05 -.40** .77** .40** .69** .74** .70** 
12.SD_Self-Deceptive Enhancement -.11 .03 .83** -.04 -.02 -.08 -.01 .10 .03 
13.SD_Impression Management -.00 -.21** .91** .21** -.23** -.13 -.19* -.13 -.16* 
14. General Self-Concept .74** -.37** -.01 .59** -.30** -.06 -.37** -.43** -.23** 
15.Academic Self-Concept .48** -.38** -.10 .34** -.30** -.15 -.33** -.31** -.19* 
16.Verbal Self-Concept .52** -.43** -.19* .40** -.39** -.15 -.33** -.43** -.25** 
17.R_Mastery .58** -.44** .12 .91** -.36** -.20* -.40** -.44** -.25** 
18. R_Relatedness .41** -.42** .08 .91** -.40** -.09 -.34** -.45** -.36** 
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 Table 14 (continued) 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Note. *p < .05, **p < .01. AS means acculturative stress, SD means social desirability,      
R means resilience. Sample sizes vary from 137-159.
Variable 10. 11. 12. 13. 14. 15. 16. 17. 18. 
10.AS_Guilt 1         
11.AS_Miscellaneous .39** 1        
12.SD_Self-Deceptive Enhancement  -.02 .10 1       
13.SD_Impression Management -.13 -.16* .53** 1      
14.General Self-Concept -.31** -.34** -.11 .09 1     
15.Academic Self-Concept -.32** -.36** -.12 -.04 .51** 1    
16.Verbal Self-Concept -.34** -.45** -.25** -.07 .58** .57** 1   
17.R_Mastery -.27** -.37** .01 .20* .65** .45** .44** 1  
18. R_Relatedness -.28** -.36** -.09 .21* .44** .17* .29** .66** 1 
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  Priming manipulation quality check. To determine whether the priming 
prompts had the intended effect of priming symbolic and realistic threat, undergraduate 
research assistants coded the responses provided by participants. Two coders ranked on a 
5-point scale the extent to which the response was representative of a) the participant 
feeling disadvantaged relative to Canadian peers (i.e., realistic threat) or b) the participant 
feeling uncomfortable due to value or cultural differences (i.e., symbolic threat). Raters 
also had the opportunity to make comments about any responses that appeared 
ambiguous. A first check that was conducted was to see whether the coders rated the 
condition in ways that corresponded with the actual condition (e.g., a neutral condition 
should be evaluated as representing little to no threat). For coder 1, 118 responses were 
coded as being consistent with the condition, whereas 40 were not. For coder 2, 126 
responses were coded as being consistent with the condition, whereas 32 were not.  
The findings from this check imply that per raters blind to the experiment, overall 
participants were responding to the prompts in the ways intended (i.e., writing about 
threat when a threat-related prompt was given). These findings showed that for both 
coders, however, in over 20% of the cases the threat ratings assigned did not correspond 
with threat condition. Also, in several instances, a threat response was ranked as high on 
both symbolic and realistic threat suggesting these threats may be hard to discern 
between. A second check that was conducted was to compare the threat ratings provided 
by both coders to see whether these ratings were consistent. A correspondence score of 
81.65% was obtained between the coders. This score was based on instances when both 
coders ranked items in identical ways (e.g., a 5 out of 5) or in similar ways (e.g., one 
coder assigns a 4, and another assigns a 5 to the response). Per this finding, it can be 
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extrapolated that both the coders were interpreting participant responses in similar ways 
with regards to how much these responses reflected feeling a sense of threat. This 
comparison of coding by the two raters was for descriptive purposes (i.e., no exclusions 
were made for subsequent analysis based on discrepancies between coders or between 
codes assigned). 
 Hypotheses 1-4: Do mean levels of self-views show variation as a 
function of threat? No statistically significant difference between international students 
primed with symbolic threat, realistic threat, or those in a neutral condition was found in 
a one-way ANOVA for general self-concept, F(2, 149) = 2.08, p = .129, η2 = .03, or for 
self-esteem, F(2, 152) = 1.21, p = .302, η2 =.03. These findings fail to provide support for 
the hypotheses that those primed with symbolic threat would have relatively lower 
general self-views scores than those in a neutral condition (Hypothesis 1), and that those 
primed with realistic threat would have relatively lower general self-views than those in a 
neutral condition (Hypothesis 3). No statistically significant difference between groups 
was found in a one-way ANOVA for academic self-concept, F(2, 144) = 0.18, p = .839, 
η2 = .002, or for verbal self-concept, F(2, 153) = 1.71, p = .185, η2 = ,02. These findings 
fail to provide support for the hypotheses that those primed with symbolic threat had 
relatively lower academic self-views scores than those in a neutral condition (Hypothesis 
2), and that those primed with realistic threat had relatively lower academic self-views 
scores than those in a neutral condition (Hypothesis 4). 
 Hypotheses 5-8: Are acculturative stress and resilience moderators of 
the threat-self-views link? In contrast with predictions, neither acculturative stress nor 
resilience were significant moderators of the threat-self-views link. This finding held true 
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for both academic self-views (i.e., verbal and academic self-concept) as well as general 
self-views (i.e., general self-concept and self-esteem). This said, when main effects 
models were run, acculturative stress significantly negatively predicted self-views, 
whereas resilience positively predicted self-views. To illustrate, findings showed that 
acculturative stress was a negative predictor, β = -.39, t(139) = -5.01,  p < .001 of self-
esteem in a model with acculturative stress and threat condition. In the same vein, in a 
model with threat condition and resilience as predictors of self-esteem, resilience 
emerged as a significant predictor, β = .55, t(141) = 7.42,  p < .001.  
It should be noted that although the interaction terms were non-significant across 
the analyses run, there were some interactions which were in the range of p between .05 
and .08. To elaborate, resilience and symbolic threat interacted to predict general self-
concept, β = .21, t(137) = 1.78,  p = .077. Per this trend, there is a steeper rise in general 
self-concept scores with increasing levels of resilience for those in the symbolic threat 
condition as compared to those in a neutral condition (see Figure 1). 
 
Figure 1. Resilience*threat condition interaction in predicting general self-concept. 
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Also, resilience and realistic threat interacted to predict academic self-concept, β 
= -.23, t(133) = -1.79,  p = .077. Per this trend, there is a smaller rise in academic self-
concept scores with increasing levels of resilience for those in the realistic threat 
condition as compared to those in a neutral condition (see Figure 2). These findings are 
reported here for the sake of outlining data trends but should be interpreted with caution 
as additional research is needed for substantiation. Tables 15-18 display regression results 
for a model wherein threat terms and acculturative stress (moderator) predict general self-
views (i.e., self-esteem and general self-concept) and academic self-views (i.e., academic 
self-concept and verbal self-concept). Tables 19-22 display regression results for a model 
in which threat terms and resilience (moderator) predict general and academic self-
views6. 
           
Figure 2. Resilience*threat condition interaction in predicting academic self-concept 
 
6
 Additional analyses were conducted to determine whether a drop in self-views variables would be 
reported when the symbolic and realistic threat conditions were merged into a single threat condition. There 
were no significant differences on any of the self-views between the threat condition and the neutral 
condition. Additionally, neither resilience nor acculturative stress moderated the threat self-views link.  
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Table 15 
Main Effects and Interaction Regression Models (Acculturative Stress + Threat Condition) for Self-Esteem 
 Note. Model 1 represents the threat-only model, model 2 is the model testing for main effects, and model 3 is the interaction model. Acculturative 
stress is mean-centered. Threat condition is denoted as 2 dummy coded variables. *p < .05,  **p < .01, *** p < .001. 
  Threat Predictors only Threat Predictors and 
Moderator   
Main Effects and Interaction 
Terms 
Variable B SE B β B SE B β B SE B β 
Intercept 50.91 1.46  *** 50.14 1.36  *** 50.06 1.38  *** 
Symbolic Threat -1.95 1.98 -.10 -1.34 1.83 -.07 -1.33 1.85 -.07 
Realistic Threat -1.36 1.97 -.07 0.06 1.84 .00 -0.06 1.85 0 
Acc. Stress    -0.18 0.04 -.39*** -0.20 0.07 -.43** 
Acc.Stress*Symbolic 
Threat 
      -0.05 0.10 -.06 
Acc.Stress*Realistic 
Threat 
      0.07 0.09 .11 
R2 .01 .16 .17 
F change  .50 25.10*** 1.13 
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Table 16 
Main Effects and Interaction Regression Models (Acculturative Stress + Threat Condition) for General Self-Concept 
  Threat Predictors only Threat Predictors and 
Moderator   
Main Effects and Interaction 
Terms 
Variable B SE B β B SE B β B SE B β 
Intercept 71.55 1.86  *** 70.86 1.73 ***  70.92 1.76  *** 
Symbolic Threat -2.92 2.53 -.12 -2.40 2.36 -.10 -2.52 2.38 -.10 
Realistic Threat -0.39 2.52 -.02 0.99 2.36 .04 0.82 2.38 .03 
Acc. Stress    -0.22 0.05 -.38*** -0.20 0.09 -.34* 
Acc.Stress*Symbolic 
Threat 
      
-0.09 0.13 -.08 
Acc.Stress*Realistic 
Threat 
      
0.01 0.12 .01 
R2 .01 .15 .16 
F change  0.82 22.45*** 0.44 
Note. Model 1 represents the threat-only model, model 2 is the model testing for main effects, and model 3 is the interaction model. Acculturative 
stress is mean-centered. Threat condition is denoted as 2 dummy coded variables. *p < .05,  **p < .01, *** p < .001. 
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Table 17 
Main Effects and Interaction Regression Models (Acculturative Stress + Threat Condition) for Academic Self-Concept 
  Threat Predictors only Threat Predictors and 
Moderator   
Main Effects and Interaction 
Terms 
Variable B SE B β B SE B β B SE B β 
Intercept 52.78 1.77  *** 52.25 1.64  *** 52.21 1.67  *** 
Symbolic Threat -0.13 2.39 -.01 0.34 2.22 .02 0.39 2.25 .02 
Realistic Threat 0.76 2.38 .03 1.58 2.22 .07 1.64 2.24 .07 
Acc. Stress    -0.21 0.04 -.38*** -0.23 0.09 -.42* 
Acc.Stress*Symbolic 
Threat 
      
0.05 0.12 .05 
Acc.Stress*Realistic 
Threat 
      
0.01 0.11 .02 
R2 .00 .15 .15 
F change  0.09 22.60*** 0.08 
Note. Model 1 represents the threat-only model, model 2 is the model testing for main effects, and model 3 is the interaction model. Acculturative 
stress is mean-centered. Threat condition is denoted as 2 dummy coded variables. *p < .05,  **p < .01, *** p < .001. 
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Table 18 
Main Effects and Interaction Regression Models (Acculturative Stress + Threat Condition) for Verbal Self-Concept 
  Threat Predictors only Threat Predictors and 
Moderator   
Main Effects and Interaction 
Terms 
Variable B SE B β B SE B β B SE B β 
Intercept 50.54 1.72  *** 49.78 1.56  *** 49.67 1.58  *** 
Symbolic Threat -2.98 2.35 -.13 -2.44 2.12 -.10 -2.28 2.14 -.10 
Realistic Threat 0.35 2.33 .02 1.99 2.12 .09 2.15 2.14 .09 
Acc. Stress    -0.24 0.04 -.44*** -0.27 0.08 -.51** 
Acc.Stress*Symbolic 
Threat 
      
0.09 0.11 .09 
Acc.Stress*Realistic 
Threat 
      
0.03 0.10 .03 
R2 .02 .21 .21 
F change  1.30 33.98*** 0.33 
Note. Model 1 represents the threat-only model, model 2 is the model testing for main effects, and model 3 is the interaction model. Acculturative 
stress is mean-centered. Threat condition is denoted as 2 dummy coded variables. *p < .05,  **p < .01, *** p < .001. 
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Table 19 
Main Effects and Interaction Regression Models (Resilience + Threat Condition) for Self-Esteem 
  Threat Predictors only Threat Predictors and 
Moderator   
Main Effects and Interaction Terms 
Variable B SE B β B SE B β B SE B β 
Intercept 51.13 1.35  *** 49.70 1.16 *** 49.82 1.22 *** 
Symbolic Threat -3.33 1.88 -.17† 0.25 1.67 .01 0.54 1.71 .03 
Realistic Threat -2.23 1.90 -.11 -1.62 1.62 -.08 -1.60 1.68 -.08 
Resilience    0.58 0.08 .55*** 0.53 0.17 .51** 
Resilience*Symbolic 
Threat 
      0.16 0.21 .10 
Resilience*Realistic 
Threat 
      -0.05 0.21 -.03 
R2 .02 .30 .30 
F change  1.62 54.99*** 0.76 
Note. Model 1 represents the threat-only model, model 2 is the model testing for main effects, and model 3 is the interaction model. Resilience is 
mean-centered. Threat condition is denoted as 2 dummy coded variables. † =  p between .05 and .08, *p  < .05, **p < .01, *** p  < .001. 
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Table 20 
Main Effects and Interaction Regression Models (Resilience + Threat Condition) for General Self-Concept 
  Threat Predictors only Threat Predictors and Moderator   Main Effects and Interaction Terms 
Variable B SE B β B SE B β B SE B β 
Intercept 72.60 1.79 *** 70.96 1.49 *** 71.52 1.52 *** 
Symbolic Threat -5.60 2.52 -.21* -0.94 2.15 -.04 -0.91 2.18 -.04 
Realistic Threat -2.06 2.56 -.08 -1.51 2.11 -.06 -2.10 2.15 -.08 
Resilience    0.82 0.10 .59*** 0.54 0.20 .39** 
Resilience*Symbolic 
Threat 
      0.45 0.25 .21† 
Resilience*Realistic 
Threat 
      0.30 0.26 .12 
R2 .04 .35 .37 
F change  2.54 67.64*** 1.59 
Note. Model 1 represents the threat-only model, model 2 is the model testing for main effects, and model 3 is the interaction model. Resilience is 
mean-centered. Threat condition is denoted as 2 dummy coded variables. † =  p between .05 and .08, *p  < .05, **p < .01, *** p  < .001. 
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Table 21 
Main Effects and Interaction Regression Models (Resilience + Threat Condition) for Academic Self-Concept 
  Threat Predictors only Threat Predictors and 
Moderator   
Main Effects and Interaction Terms 
Variable B SE B β B SE B β B SE B β 
Intercept 53.58 1.66 *** 53.02 1.57 *** 52.62 1.58 *** 
Symbolic Threat -1.20 2.31 -.05 1.06 2.24 .05 1.41 2.27 .06 
Realistic Threat 0.07 2.34 .00 -0.07 2.20 .00 0.63 2.23 .03 
Resilience 
   
0.45 0.11 .36*** 0.77 0.22 .61** 
Resilience*Symbolic 
Threat       
-0.34 0.28 -.18 
Resilience*Realistic 
Threat       
-0.51 0.29 -.23† 
R2 .00 .12 .14 
F change  0.20 18.04*** 1.60 
Note. Model 1 represents the threat-only model, model 2 is the model testing for main effects, and model 3 is the interaction model. Resilience is 
mean-centered. Threat condition is denoted as 2 dummy coded variables. † =  p between .05 and .08, *p  < .05, **p < .01, *** p  < .001. 
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Table 22 
Main Effects and Interaction Regression Models (Resilience + Threat Condition) for Verbal Self-Concept  
  Threat Predictors only Threat Predictors and Moderator   Main Effects and Interaction 
Terms 
Variable B SE B β B SE B β B SE B β 
Intercept 50.11 1.66 *** 48.96 1.56 *** 49.24 1.62 *** 
Symbolic Threat -3.45 2.31 -.14 -0.49 2.24 -.02 -0.15 2.29 -0.01 
Realistic Threat 0.26 2.32 .01 0.85 2.16 .04 0.68 2.23 0.03 
Resilience 
   
0.49 0.10 .39*** 0.37 0.21 0.29† 
Resilience*Symbolic 
Threat       
0.29 0.26 0.14 
Resilience*Realistic 
Threat       
0.02 0.27 0.01 
R2 .02 .16 .17 
F change  1.63 23.35*** 0.88 
Note. Model 1 represents the threat-only model, model 2 is the model testing for main effects, and model 3 is the interaction model. Resilience is 
mean-centered. Threat condition is denoted as 2 dummy coded variables. † =  p between .05 and .08,.  *p  < .05, **p < .01, *** p  < .001. 
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 Differences based on gender. Overall, there were roughly twice as many 
women (N=113) as men (N=46) in the sample. To see whether men and women differed 
across key study variables, a decision was made to test for gender differences. No 
significant difference was found in the scores between men (M = 51.80, SD = 10.49, N = 
46) and women (M = 48.52, SD = 8.98, N = 109), t(153) = 1.98, p = .050, d = .34, g = 
.35, on self-esteem, although this finding indicates a trend towards higher scores for men. 
In contrast, a significant difference was found in the scores between women (M = 68.95, 
SD = 12.42, N = 109) and men (M = 73.49, SD = 12.51, N = 43), t(150) = 2.03,  p = .044 
for general self-concept. The effect size for this difference was small, d=.36, g =.36.  
No significant difference was found in the scores between women (M = 52.45, SD 
= 11.25, N = 107) and men (M = 54.63, SD = 10.72, N = 40), t(145) =1.06, p = .292, d = 
.20, g = .20, on academic self-concept. Verbal self-concept scores between women (M = 
48.21, SD = 11.48, N = 112) and men (M = 51.45, SD = 11.06, N = 44), t(154) = 1.60, p = 
.111, d = .29, g = .29, were also not significantly different. Tests were also conducted to 
determine whether gender differences in the moderating variables could be found. Men 
(M = 72.09, SD = 18.57, N = 44) and women (M = 81.69, SD = 21.39, N = 103) differed 
significantly on acculturative stress, t(145) = -2.59, p = .011. This significant mean 
difference had a medium effect size, d = 0.48, g = 0.47. Men (M = 50.49, SD = 9.18, N = 
42) and women (M = 49.59, SD = 8.93, N = 107) did not differ significantly on resilience, 
t(147) =.55, p = .586, d = .10, g = .10.  
 Auxiliary analyses. A decision was made to examine whether gender 
moderated the relationship between threat condition and self-views. The decision to 
conduct this auxiliary analysis was driven by the finding that self-views did vary across 
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gender (i.e., for general self-concept and trending for self-esteem) and because the 
response which an individual may have to different types of threatening situations is 
influenced by gender (e.g., Solomon, Gelkopf, & Bleich, 2018). Although gender did not 
significantly moderate the relationship between threat and self-views, it was a significant 
predictor. Specifically, in a model where symbolic threat, realistic threat and gender were 
tested as predictors of self-esteem, gender was a significant negative predictor, β = -.16, 
t(151) = -2.02, p = .045.  As compared to men, women were more likely to have lower 
self-esteem scores.  
Additionally, when gender, symbolic threat, and realistic threat were tested as 
predictors of general self-concept, both gender, β = -.17, t(148) = -2.10, p = .037 and 
symbolic threat, β = -.19, t(148) = -2.08,  p = .039 significantly predicted general self-
concept. These findings imply that lower general self-concept scores are expected for 
women as compared to men and for those in the symbolic threat condition as compared to 
the neutral condition. Lastly, although non-significant, it is noteworthy that when 
academic self-concept was tested as an outcome variable, the interaction between realistic 
threat and gender was in the range of p between .05 and .08, β = .39, t(151) = 1.92, p = 
.057. This finding suggests that academic self-concept scores are higher for women in the 
realistic threat condition as compared to men. Given that this finding was non-significant, 
empirical testing in a different sample would be needed to ascertain the validity of this 
claim. Findings from this auxiliary analysis are reported in Tables 1-4 and Figure 1 of 
Appendix B. 
  Discussion 
This research found that in contrast with hypotheses, being primed with symbolic 
or realistic threat as opposed to being in a neutral condition, did not result in significantly 
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lower levels of general or academic self-views for international students. Additionally, 
despite acculturative stress being a negative predictor of general and academic self-views, 
and resiliency being a positive predictor of general and academic self-views, neither of 
these variables exerted influence on the threat-self-views link when tested as a moderator. 
There were however some instances in which interaction effects did not reach the 
specified cutoff value but were in the p between .05 and .08 range which could be 
indicative of data trends. In the subsections below, rationale for non-significant results 
will be explored, the trending interactions will be briefly probed into, and this will be 
followed by a description of the key study limitation. 
 Explaining lack of self-concept score differences. This research failed to 
provide support for the prediction that those primed with symbolic or realistic threat 
would have lower levels of general and academic self-views than those in a neutral 
condition. Although speculative, one explanation for why the expected pattern was not 
found could be due to sample characteristics. A key demographic collected was the goals 
for why participants were studying abroad. For each goal, participants scored their 
responses from 1 = Not at all because of this reason to 5 = Completely because of this 
reason. The top three reasons why students wished to study abroad are as follows: for 
expanding career and life opportunities (56 chose 5), for a good education (69 chose 5), 
and for the prospect of good employment (36 chose 5). Also noteworthy is the finding 
that 81% of the sample wanted to study abroad for more freedom and independence (i.e., 
scores of 3 “Somewhat because of this reason” and above). These rationales suggest that 
the international students in this sample were focused on the long-term benefits of study 
abroad, and that they may have entered Canada ready for anything (i.e., based on the 
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desire for freedom and independence). Consequentially, it is possible that threats in the 
Canadian context may have been seen as learning opportunities and part of the study 
abroad experience.  
Another conjecture for the failure to find self-views differences based on threat 
context is that the threat prime may have failed to elicit the intended effect. Two lines of 
reasoning support this assertion. First, the symbolic threat, realistic threat, or neutral 
condition prompts designed to prime participants may have been difficult to interpret by 
participants. To elaborate, in the neutral condition, participants were asked to do the 
following “Describe a situation where you interacted with someone from a different 
culture.” Interactions with others may be good or bad, and as such, a question worded this 
way may not reflect a “true” neutral condition. Additionally, since research has shown 
that one challenge faced by international students is writing English (Pidgeon & Andres, 
2005), even if the threat question was interpreted properly, it may have been difficult for 
the participants to articulate their responses clearly. Second, threat ratings made by the 
coders indicated that approximately 1 in every 5 responses provided by participants was 
not seen as fitting the condition assigned. These points suggest that the lack of condition 
differences may be due to the threat manipulation not being strong enough. However, to 
adequately assess such claims, follow-up qualitative research would need to be done to 
find out how factors such as prime construal and subjective evaluations of threat factored 
into the thought processes used by participants when responding to the survey. 
 Explaining lack of moderation.  Hypotheses concerning moderation were 
not supported, as neither resilience nor acculturative stress moderated the threat self-
views link significantly. This may be because threat did not influence self-views 
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significantly in this research. To elaborate, self-views levels did not differ based on 
whether one was primed with symbolic threat, realistic threat, or in a neutral condition. 
This was corroborated in the regression analyses wherein in main-effect models with a) 
resilience and threat-condition as predictors and b) acculturative stress and threat-
conditions as predictors, the two threat conditions (i.e., symbolic threat and realistic 
threat) were not significant predictors in either model. Resilience positively predicted 
self-views, and this finding is consistent with past literature that has demonstrated a 
positive relationship between resilience and self-esteem (Kwek et al., 2013). 
Acculturative stress negatively predicted self-views in line with past research which has 
linked such stress with lower self-esteem (Kim et al., 2014). Acculturative stress may be 
seen as a response one has when feeling threatened (e.g., Smith & Khawaja, 2011), and 
as such, it could be that lack of moderation was because the threat-priming procedure was 
not a strong measure of threat. It is wholly possible that with a stronger threat prime 
measure, significant moderation results could be found. 
 Examining gender differences: Did these replicate? When gender 
differences were tested for, the evidence obtained was in line with expectations in most 
instances. General self-concept and self-esteem scores were higher for men as compared 
to women. This pattern of findings is consistent with reports by past researchers (Marsh, 
1989; Kling et al., 1999). In line with Rubie Davies and Lee (2013) who compared self-
concept across gender in a sample of undergraduates, this study also found non-
significant gender differences in academic and verbal self-concept. The finding that 
women had higher levels of acculturative stress than men is consistent with literature by 
Thomas and Sumathi (2016) who demonstrated a similar pattern, although there has been 
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a trend towards non-significant differences in the literature (Yeh & Inose, 2003, Poyrazli 
et al., 2004, Nasirudeen et al., 2014). Last, in keeping with findings by Sabouripour and 
Roslan (2015) who also used a sample of international students, there were no significant 
gender differences in resilience. In this sample, past gender differences were mostly 
verified. Future research using a similar sample is needed to corroborate if the gender 
difference in acculturative stress found is robust.    
 Reflecting on specific interactions in main and auxiliary analyses. All 
the findings discussed in this subsection had significance values in the range of .05-.08. 
As compared to those in a neutral condition, there was a trend towards a steeper rise in 
general self-concept scores with increasing levels of resilience for those in the symbolic 
threat condition. A potential explanation for this difference could be that those in the 
symbolic threat condition were adopting a compensating response to threat (vanDellen et 
al., 2011). A compensating response to self-threat is one wherein self-views are enhanced 
after exposure to threatening stimuli, and this is achieved through strategies such as 
“refocus[ing] attention to other information that could be used to evaluate the self” 
(vanDellen et al., p. 53). For those in the symbolic threat condition, being able to answer 
a questionnaire about resilience may have served as an opportunity to protect against 
threat (i.e., because participants could direct attention towards how resilient they are), and 
this in turn may have had boosting effects on general self-concept. 
 Another trend in this study is that as compared to those in a neutral condition, 
there was a smaller rise in academic self-concept given increased levels of resilience for 
those in a realistic threat condition. One reason for why this trend may have emerged is 
because of the framing of the realistic threat condition. To elaborate, participants were 
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specifically asked to recollect when they felt disadvantaged due to the Canadian 
education system or relative to their Canadian peers in the realistic threat condition. It 
could be that reflecting on discrepancy in the academic domain may have made academic 
topics hyper salient in the minds of participants in this condition. Consequentially, 
although increased resilience contributed to elevated academic self-concept across all 
three testing conditions, the smaller gains for those in the realistic threat condition may 
be a result of the inability to reflect on academic strengths (e.g., through focusing on 
academic resilience as compared to general resilience) to further cancel out negative 
academic self-perceptions triggered by the threat priming task.  
 Lastly, in auxiliary analyses wherein gender and threat condition were tested as 
predictors of general and academic self-views, there was an interaction effect observed. 
Per this interaction, academic self-concept scores are higher for women in the realistic 
threat condition as compared to men. This pattern may be attributable to gender-role 
differences, which in turn can affect adjustment. In this dataset, most international 
students were of Asian origin. Past research has found that for men, following Asian 
cultural values was predictive of gender role stress in areas of competition, success, and 
power, and that gender role conflict is positively correlated with psychological distress 
(Liu & Iwamoto, 2006). Perhaps the framing of the realistic threat prime condition (see 
paragraph above) may have exacerbated gender role stress by making more salient the 
notion that performance in the academic domain deviates from expectations, thereby 
driving feelings of powerlessness or that one is not as competitive. Such feelings may 
have translated into lower scores on academic self-concept for men. Although 
speculative, these explanations for interactions in the specified range of α = .05-.08 are 
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provided because these serve as logical conjectures which can be tested in follow-up 
studies. Specifically, if researchers want to know what thought processes participants 
were using when doing the study or responding the prime, follow-up replication studies 
could add an open-ended question or two to explore such claims.  
 Key limitation.  The key limitation of this research is the nature of the 
priming procedure used. Given the open-ended nature of the prime and the lack of 
inclusion of a manipulation check (e.g., some follow-up questions about the priming 
task), it is possible that participants may not have understood the priming instructions or 
construed it in ways that were unanticipated. 
 Chapter Summary 
In Chapter 3, all relevant details concerning Study 2 were provided. This study 
sought to determine how self-concepts and self-esteem fluctuate as a function of the 
presence or absence of threat, resilience, and acculturative stress in samples of 
international students. A secondary aim was to ascertain whether past gender differences 
in these variables would replicate in the study sample. To provide readers with sufficient 
background information, relevant literature was presented on the following self-views 
(self-esteem, general self-concept, academic self-concept, and verbal self-concept), 
gender differences across these self-views, effects of symbolic and realistic threat on self-
views, and potential moderators of these self-views (i.e., acculturative stress and 
resilience).  
The novel contribution of this research is that in contrast with most research on 
symbolic threat and realistic threat which tends to focus on the non-international student 
response to international students, this study looked at the obverse. In this study, self-
views did not significantly differ across group nor was there significant moderation of the 
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threat self-views link, however expected gender differences partially replicated. Thus, the 
key focus of Study 3 is to see whether changing the priming procedure would result in a 
stronger experimental design wherein expected outcomes can emerge. In the chapter 
below, Study 3 details will be discussed and elaborated. 
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Chapter 4                                                                                                                                       
Study 3: How I See the World Affects How I See Myself: A Conceptual Replication 
and Extension 
  Introduction  
In Study 3, the goal is to provide a conceptual replication and extension of Study 
2.  To recapitulate, the main goal of Study 2 was to examine the following two key 
questions. First, do state self-views of international students fluctuate in response to being 
primed with threat? Second, do resilience and acculturative stress moderate the threat-
self-views relationship in meaningful ways? Findings from Study 2 did not support the 
notion that state self-views fluctuated as a function of threat. Additionally, though 
resilience was a positive predictor of self-views and acculturative stress was a negative 
predictor of self-views, neither variable was a significant moderator of the threat self-
views link. An explanation provided for the null findings was that the priming 
manipulation may not have been sufficiently strong to evoke threat in respondents. To 
address this concern, in Study 3, contrived news clippings which compare international 
students to their host-national counterparts were used as threat primes. Other changes 
implemented in Study 3 are as follows: measurement of self-concept clarity and religion 
self-concept (for testing additional hypotheses), and the inclusion of a novel positive non-
threat testing condition (for testing additional hypotheses and as a study extension).  
 Pertinent literature regarding the study topic and hypotheses has been presented 
in the Study 2 Introduction section. Hence, for this study, more emphasis is given to 
describing literature tied to new hypotheses (i.e., hypotheses regarding self-concept 
clarity, religion self-concept, and the novel positive non-threat condition), and research 
tied to the study rationale and hypotheses tested in Study 2 is only briefly discussed. 
Available research that has examined international students in the context of threat has 
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found that these students are seen as both competitors for scarce resources and as cultural 
outsiders by non-international students, and this in turn has the implication of 
contributing to diminished international-host-national student communication and 
connections (Charles-Toussaint & Crowson, 2010; Harrison & Peacock, 2010). 
 Although research has not directly explored how and whether international 
students perceive and feel susceptible to intergroup threat triggered by host-nationals in 
their environments, some research reports suggest this could be the case. As mentioned in 
Study 2, international students have reported feeling that their host-national peers have an 
advantage in terms of labor market outcomes (Trilokekar et al., 2014), and this could be 
construed as a potential realistic threat, wherein the tangible competitive outcome is a 
job. The same study also showed that this group of students mentioned difficulty fitting 
in due to cultural differences, and this could be construed as a potential symbolic threat 
faced. Also, there is extant research (examining non-international students) that has found 
a direct link between threat and a decrease in self-views (e.g., Baumeister & Tice, 1985; 
Grueneweld et al., 2004). To test whether being faced with a threat prime contributes to a 
decrease in state self-views, the following hypotheses (same as Study 2) were tested. 
Academic self-views refer to verbal and academic self-concept, general self-views 
include self-esteem and general self-concept, and the term self-views variables 
encompasses various self-concepts, self-esteem, and self-concept clarity. 
H1: International students primed with symbolic threat (i.e., made to acknowledge 
cultural differences with non-international student peers) will have relatively 
lower general self-views scores than those in whom no threat is made salient. 
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H2: International students primed with symbolic threat (i.e., made to acknowledge 
cultural differences with non-international student peers) will have relatively 
lower academic self-views scores than those in whom no threat is made salient. 
H3: International students primed with realistic threat (i.e., made to acknowledge 
that their non-international student peers are competitors in the academic context) 
will have relatively lower general self-views scores than those in whom no threat 
is made salient. 
H4: International students primed with realistic threat (i.e., made to acknowledge 
that their non-international student peers are competitors in the academic context) 
will have relatively lower academic self-views scores than those in whom no 
threat is made salient. 
 Religion self-concept. Religion self-concept refers to the extent to which 
beliefs and behaviours associated with religion and spirituality are central in self-
description (Marsh & O’Neill, 1984; Marsh, 1989). This domain of self-concept was 
explored in the current study due to a concern that null findings for self-views differences 
across threat conditions, such as those reported in Study 2, may be a consequence of 
mismatched predictors to outcomes. Researchers within the field of self-perception 
recommend using the specificity matching principle when tying predictors to outcomes. 
Per this principle, the strength of prediction of a specific outcome is stronger when using 
a specific predictor, and general predictors are better suited to prediction of general 
outcomes (Swann Jr. et al., 2007). Applied to the current research, change in general or 
academic self-views for those in a symbolic threat priming condition may not occur 
because symbolic threat may not match these views in terms of its level of specificity 
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(i.e., a symbolic threat may be better able to induce change on a closer related domain). 
As such, exploring change in state levels of religion self-concept would be a better fit due 
to its specificity.  
Many researchers have examined how religion-based perceptions shift in response 
to exposure to threats (Pasek & Cook, 2017; Schaffer & Hastings, 2007; Sedikides & 
Gebauer, 2013). In support of the notion that feeling threatened would negatively 
influence religion self-perceptions, research by Pasek and Cook (2017) has demonstrated 
that when individuals had a salient religious threat, the consequence was the desire to 
conceal religion. Given that symbolic threats are based on the conception that members 
of outgroups are threatening due to differing beliefs or values (Stephan & Stephan, 2000), 
having cultural differences made salient (i.e., using a symbolic threat prime in this study) 
may result in individuals perceiving their religion as a source of difference. In turn, 
individuals could conceal their religion in the study by providing lower self-report scores 
on the measure of religion self-concept.  
 Conversely, the opposite may also occur wherein threat may bolster individuals 
in their religious views. In support of this perspective, Schaffer and Hastings (2007) have 
shown that when individuals who hold religious fundamentalist beliefs face a threat to 
their beliefs, the result was that religious identification became stronger. Other research 
has shown that religiosity has protective effects on self-esteem in that in times of threat, 
harboring religious beliefs can make people feel good (Sedikides & Gebauer, 2013). If 
religious beliefs are self-protective, then one may expect that those who view a symbolic 
threat in this research should have higher religion self-concept scores. Given that there is 
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evidence to suggest that religion self-concept may both be enhanced or attenuated due to 
threat exposure, the following exploratory hypothesis was proposed. 
H5: Religion self-concept scores will differ significantly for those in the symbolic 
threat condition as compared to the other testing conditions.  
 Self-concept clarity. As outlined in Chapter 1, self-concept clarity refers to 
whether people hold their self-beliefs with confidence and perceive these beliefs as 
consistent and stable (Campbell et al., 1996). In Study 2, the focus was on determining 
whether threat would have an adverse effect on general and academic self-views (i.e., 
self-esteem and various self-concepts). However, it may also be the case that threat can 
influence how self-perceptions are experienced (i.e., the clarity of self-beliefs), and the 
inclusion of a measure of self-concept clarity in this research allows for assessment of 
this claim. Some research supports the notion that self-concept clarity may be diminished 
in threat conditions (Nezlek & Plesko, 2001; Willis & Burnett, 2016). It has been shown 
that when individuals experience negative events or are having negative affect, this is tied 
with decline in self-concept clarity (Nezlek & Plesko, 2001). Recent research has also 
demonstrated that self-concept clarity drops when individuals experience stress (Willis & 
Burnett, 2016). Given that the experience of threat is considered an adverse event and 
tied with feelings and response patterns indicating discomfort (Ein-Dor &Perry-Paldi, 
2014), either symbolic or realistic threats should put a strain on the conviction with which 
individuals hold their self-beliefs. On this basis, the following hypothesis was proposed:  
H6:  Self-concept clarity scores will be relatively lower for those in symbolic or 
realistic threat conditions as compared to those in neutral or positive non-threat 
conditions.  
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 Novel aspect: Positive non-threat condition. Although the aim of this 
study was to conceptually replicate Study 2, a novel aspect was also tested. In terms of 
what was being replicated, this study used most of the same measures as in Study 2 
except for those pertaining to social desirability, the priming manipulation, self-concept 
clarity, and religion self-concept. In addition, new questions were included to conduct 
attention checks and to verify whether the priming manipulation had the intended effects. 
These methodological changes will be described in greater detail in the Methods section 
of this chapter. The novel component of this research is that in addition to having a 
neutral condition, symbolic threat condition, and a realistic threat condition, an additional 
condition explored was a positive non-threat condition. A point to recall which was 
reported in the literature review from Study 2 is that when international students are 
unable to cope in their new environments, they may feel social deprivation and constitute 
a vulnerable population (Sherry et al., 2010). This said, there are circumstances wherein 
international students are able to succeed whilst amongst non-international student peers. 
Presented below is some evidence to support this assertion.  
Literature on international student success and adjustment provide clues as to 
what conditions are facilitative for these students (e.g., Smith, 2016; Zhang & Goodson, 
2011). In a large-scale review paper on international student welfare, Zhang and Goodson 
(2011) outlined that the following variables were a few of the positive predictors of 
sociocultural adjustment: social contact with host-national peers, acculturation to the host 
culture, social self-efficacy, academic self-efficacy, and social support. In contrast, some 
negative predictors of sociocultural adjustment this study identified are as follows: 
language difficulty, separation from the host culture, acculturative stress, and work stress 
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(Zhang & Goodson, 2011). In more recent research, it has been shown that factors which 
contribute to drop-out for international students include the perception of discrimination, 
differences based on culture, and lack of institutional fit (Smith, 2016). In contrast, 
international student success was linked with success factors such as proficiency with 
English, adjustment to the cultural context, and self-confidence (Smith, 2016).  
From this literature, it can be extrapolated that a positive non-threat context for 
international students is one wherein these students feel well-equipped for academic 
success and are socio-culturally adjusted. Such an environment can be further thought of 
as a context where international students do not see non-international students as triggers 
for symbolic or realistic threat. Following this logic, it is predicted that, 
H7: International students in the positive non-threat condition will have relatively 
higher general self-views scores than those in all other conditions. 
H8: International students in the positive non-threat condition will have relatively 
higher academic self-views scores than those in all other conditions. 
 Resilience and acculturative stress as potential moderators. Although 
some evidence has shown that self-esteem declines when threats are encountered (e.g., 
Gruenewald et al., 2004), such decline only occurs in some cases (i.e., moderators may 
play a role; Crocker & Major, 1989). In Study 2, the moderators of the threat-self-views 
link examined were acculturative stress and resilience. Acculturative stress refers to 
context-specific stress stemming from the perception that there is conflict in ways of 
being between the culture one is from and the culture which one is being acculturated to 
(Berry, 2006). Research on acculturative stress suggests that for international students, 
knowing about the host country and feeling supported decreases such stress, and being 
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different (e.g., in terms of age or cultural beliefs) from the host group as well as lack of 
language skills augment such stress (e.g., see Akhtar & Kröner-Herwig, 2015; 
Nasirudeen et al. 2014). Resilience refers to the capacity for effective functioning in the 
face of developmental or adaptive threats (Masten, 2001). Findings on resilience amongst 
international students lend credence to the idea that personal characteristics promote 
resilience (e.g., social support), and that being resilient may protect against adjustment 
difficulties (e.g., see Gu et al., 2010; Wang, 2009).  
Consistent with Study 2, it was expected that acculturative stress would have 
adverse effects on state levels of general and academic self-views when combined with 
conditions of threat. In contrast, resilience would serve to bolster these self-views when 
combined with conditions of threat. However, in Study 3, slight modification of the 
moderation hypotheses from Study 2 is required to account for the new condition (i.e., 
positive non-threat). In this study, the neutral threat priming condition was selected as the 
baseline, and three dummy variables were constructed for symbolic threat, realistic threat, 
and positive non-threat context. The neutral condition was selected as the baseline group 
against which other groups were compared because this condition was the only one in 
which there was no comparative information provided. Specifically, in the neutral 
condition, only facts and statistics about international students are presented, and there is 
no comparison made with non-international students. As such, it is expected that 
international students in this priming condition should neither feel threatened nor feel a 
sense of advantage as compared to non-international peers.  
However, in the positive non-threat condition, students were provided with 
information asserting that international students are performing in a comparable manner 
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with their host-national peers, and therefore might actually show an increase in their self-
views scores on associated domains (e.g., academic). Using this same logic, in the two 
threat conditions (i.e., symbolic and realistic), receiving information that international 
students are not doing as well as their host-national peers may have a negative influence 
on the state self-views levels of international student participants in the study. 
Moderation hypotheses for this study are as follows (the neutral condition is the reference 
group):  
H9: Acculturative stress will moderate the threat-self-views link such that higher 
scores on acculturative stress will predict relatively lower general self-views scores 
(i.e., the effect will be increasingly negative for those in the symbolic and realistic 
threat conditions, and less negative for those in a positive condition). 
H10: Acculturative stress will moderate the threat-self-views link such that higher 
scores on acculturative stress will predict relatively lower academic self-views 
scores (i.e., the effect will be increasingly negative for those in the symbolic and 
realistic threat conditions, and less negative for those in a positive condition). 
H11: Resilience will moderate the threat-self-views link such that higher scores on 
resilience will predict relatively higher general self-views scores (i.e., the effect 
will be increasingly positive for those in the symbolic and realistic threat 
conditions, and less positive for those in a positive condition). 
H12: Resilience will moderate the threat-self-views link such that higher scores on 
resilience will predict relatively higher academic self-views scores (i.e., the effect 
will be increasingly positive for those in the symbolic and realistic threat 
conditions, and less positive for those in a positive condition). 
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  Methods  
 Participants. The goal was to recruit 250 participants with an end goal of 
having roughly 50 participants in each condition after exclusions on the basis of factors 
such as failed attention checks. A total of 239 participants comprised the final sample for 
this study after screening and data cleaning (See Results). Participants ranged in age from 
17-25 (mode = 18). In terms of gender, 178 identified as women and 58 identified as 
men. One participant reported being married, two reported being common-law, and the 
remaining were single. The most-highly represented ethnicities in the sample were 
Chinese (N = 190), followed by South Asian (N = 14), and Black (N = 12), and the least-
highly represented ethnicities in the sample were Latin American and West Asian (N = 1 
for each). Additionally, most participants reported China as their country of origin, and 
some other countries of origin included South Korea, India, and the United States. 
Furthermore, most participants spoke Mandarin, Cantonese, or another Chinese dialect. 
Some other spoken languages include English, Korean, and Gujarati. The participants in 
the sample reported having been in Canada anywhere from near a month to around a 
decade. In terms of immigration status, participants listed categories such as citizenship, 
dual citizens, visitor, study permit etc. In terms of future plans, about 68% of the students 
in the sample either wanted to stay in Canada for either employment or for further 
education. With respect to the number of participants per condition, the breakdown is as 
follows: Neutral (N = 59; 14 men and 44 women), Symbolic (N = 60; 16 men and 44 
women), Realistic (N = 59; 10 men and 48 women), and Positive (N = 61; 18 men and 42 
women). 
 Measures. For some of the measures in this study, modifications were made 
to the measures used in Study 2. This decision was guided by the rationale that the goal 
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of data collection is to maximize the quantity of useful data gathered in the finite time 
period in which participants complete the questionnaires. On this basis, for each of the 
scales listed below, the literature was reviewed, and where applicable, a decision was 
made to remove items on the scale. Potential reasons included poor loadings on 
respective factors, extensive overlap with another item, availability of appropriate and 
well-validated short forms of the selected measure. Additionally, items were reviewed for 
problematic wording, and where appropriate these items were reworded for clarity. In the 
descriptions of the scales below, information is provided about how many items were 
excluded from the scales and the reasoning behind deletions, as well as whether any 
items were reworded. The following measures were directly taken from Study 2 with no 
item modifications: Rosenberg Self-Esteem Scale (Rosenberg, 1965), Resiliency Scale 
for Young Adults (Prince-Embury et al., 2017), Acculturative Stress Scale for 
International Students (Sandhu & Asrabadi, 1994), the Goals for Study Abroad Scale 
(Chirkov et al., 2007), and a demographic information questionnaire. Full details for 
these scales can be found in the measures section for Study 2. Revised or novel measures 
used in this study are presented below. 
4.2.2.1. Priming manipulation.  To assess the effect of threat versus non-threat  
conditions, a news article priming manipulation was employed. Four artificial news 
articles were developed by writing believable passages about how international students 
are adjusting to the Canadian university system. The written passages stemmed from 
findings reported in the international student literature. News articles were constructed 
for each of the following conditions: symbolic threat, realistic threat, neutral, and positive 
non-threat. At the end of the survey, participants were presented with four multiple 
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choice questions about the priming manipulation from the start of the survey. These 
questions were intended to provide an indication of whether participants recollected and 
understood what they read, felt a sense of anxiety in a threatening context, and whether 
they viewed the priming manipulation as valid (i.e. Did participants believe what was 
written in the news article had high accuracy?). 
A news article priming procedure was chosen for this study because of the 
possibility that an open-ended procedure when used with a sample of international 
students may have problems. Specifically, it is possible that participants may not have 
understood the prime or had difficulty answering the questions (i.e., due to cultural 
differences and possible language barriers such as difficulty with writing). As such, the 
news article procedure was used because it was believed that such a procedure would add 
some control to the experiment (i.e., all participants within condition would be exposed to 
the same information and would not need to write out answers). Additionally, this 
approach was considered as favorable to use because past investigations focused on 
intergroup threat have also used such stimuli to prime responses (Rios, Sosa, & Osborn, 
2018), thereby suggesting that news articles represent a valid approach.  
4.2.2.2. Social desirability. To discern whether participants were responding in  
socially desirable ways, the 16-item Balanced Inventory of Desirable Responding (BIDR-
16; Hart et al., 2015) was used. More detail on this measure as well as where items can be 
found are described in Study 1 (see Section 2.2.2.5). A decision was made to exclude two 
items and change the wording of another item prior to administration of the 
questionnaire. The excluded items are as follows: a) “I have sometimes doubted my 
ability as a lover”, and b) “I never take things that don’t belong to me”. These items were 
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removed because they are items which people may not feel comfortable answering, as in 
the former case, or are items that may confuse the participant, as in the latter case. To 
elaborate, people may sometimes take things that do not belong to them (e.g., borrowing 
an item temporarily), and as such, responses to an item such as this one may not provide 
meaningful information for assessing socially desirable responding. The following item 
“I don’t gossip about other people’s business” was modified to read as “I don’t talk about 
other people’s business”. This change was made to ensure that the question was presented 
in a clear and easy to understand way. 
4.2.2.3. Attention check questions. To examine whether participants were paying 
attention to the study content provided or responding in a careless manner, three attention 
check questions were included and dispersed at different locations throughout the survey. 
The three questions used read as follows: (a) This is an attentiveness check. Please select 
3; (b) This is an attention check. Please choose 1; and (c) This is an attentiveness check. 
Please select agree. As in Study 1, attention checks were used to screen participant 
responses, and those who failed 2 and above out of 3 attention checks were excluded 
from subsequent analyses. 
4.2.2.4. Self-concept. To assess self-concept, the Self-Description Questionnaire  
for Late Adolescents (SDQ-III; Marsh & O’Neill, 1984) was used. As described earlier 
(See Study 1), this scale has 136 items and 13 subscales in total. For this research, only 
the following subscales were used: general, academic, verbal, and religion. Past research 
has found all the selected subscales to be reliable (general α = .93, verbal α = .84, 
academic α = .86, religion α = .95; Marsh & O’Neill, 1984). Given that self-concept is a 
central theme across the four studies, item wording was changed only in instances where 
WHO I AM IS SHAPED BY MY PAST AND IMPACTS MY FUTURE           132 
 
the wording could be considered as redundant. To elaborate, for the general self-concept 
subscale, almost all of the original items began with the word “overall”. A decision was 
made to present this scale without using this word to begin each sentence, because the 
item meaning would still remain the same (e.g., Overall, I am pretty accepting of myself 
versus I am pretty accepting of myself).  
The key change made to this measure was the decision to change the scoring 
options. The original scoring ranges from 1 = Definitely False to 8 = Definitely True and 
did not have a clear midpoint. This scoring was considered as confusing as participants 
may have a hard time distinguishing between options. For this reason, a decision was 
made to use a scoring system with 1 = Definitely False to 7 = Definitely True and this 
scale has only 1 midpoint (i.e., 4) which is simpler for participants to respond to. No 
other changes were made to any of the subscales used in this research.  
4.2.2.5. Self-concept clarity. Self-concept clarity was measured by using the  
Self-Concept Clarity Scale (Campbell et al., 1996). The full scale comprises 12 items 
which are scored from 1 = Strongly Disagree to 5 = Strongly Agree. A sample item reads 
as follows: “On one day I might have one opinion of myself and on another day, I might 
have a different opinion.” Higher scores on this measure are reflective of higher levels of 
self-concept clarity. Campbell et al. (1986) have found this scale to be reliable (α = .86), 
and this finding has been corroborated in validation research (e.g., German sample α = 
.77, Steffgen, Da Silva, & Recchia, 2007). A decision was made to exclude the following 
items “I seldom experience conflict between the different aspects of my personality” and 
“If I were asked to describe my personality, my description might end up being different 
from one day to another day.” The former item was removed due to lower loadings on the 
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factor than other items, and the latter item was removed because the item content was 
captured in other items remaining in the scale. Last, the following item “Sometimes I 
think I know other people better than I know myself” was reworded as follows “I know 
other people better than I know myself”. This rewording was selected because the use of 
descriptors such as “sometimes” make selecting a response option more challenging. The 
SCC scale can be found at 
https://journals.scholarsportal.info/pdf/00223514/v70i0001/141_scmpcacb.xml   
 Procedure. Participants were recruited from the University of Western 
Ontario through the undergraduate psychology participant pool (i.e., SONA). Interested 
participants viewed a description of the study on the SONA webpage and could sign up 
for a convenient timeslot. The advertisement on SONA informed students that the 
research was about understanding the experiences and perceptions of international 
students, described eligibility criteria and compensation, explained what participation 
will entail, and lastly, provided researcher contact details. When participants arrived at 
the Social Psychology Testing Labs for their designated timeslots, they were 
accompanied to a testing room, and set up at a computer terminal to start the study. The 
participant had the opportunity to get any questions answered by the research assistant 
and could begin after consenting on the online form. The study was hosted on an external 
survey website (i.e., Qualtrics). Participants were randomly assigned to one of the 
following priming conditions: neutral (i.e., no threat), symbolic threat, realistic threat, or 
positive non-threat. The priming procedure constituted of participants being presented 
with one of four contrived news article clippings, each of which had been manipulated to 
vary in the level of presence or absence of threat-related information.  
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Next, participants responded to the questionnaires in one of two orders. In Order 
1, participants completed the survey in this sequence: Rosenberg Self-Esteem Scale 
(RSE), Self-Description Questionnaire-III (SDQ-III), Self-Concept Clarity Scale (SCC), 
Balanced Inventory of Desirable Responding-Short Form (BIDR-16), Acculturative 
Stress Scale for International Students (ASSIS), Resiliency Scale for Young Adults 
(RSYA), Multiple Choice Manipulation Check Questions, Demographics, and the Goals 
for Study Abroad Scale.  In Order 2, the following sequence was used: LOI, Priming 
Task, RSYA, ASSIS, BIDR-16, SCC, SDQ-III, RSE, Multiple Choice Manipulation 
Check Questions, Demographics, and the Goals for Study Abroad Scale. Upon 
completion of the questionnaires, participants viewed an online debriefing form and were 
compensated 1.0 research credits for participation in keeping with university policy. 
 Results 
To test Study 3 hypotheses, several ANOVAs were conducted to determine 
whether academic, religion, and general self-views as well as self-concept clarity differed 
as a function of threat level. T-tests were also conducted to ascertain whether these self-
views variables differed across genders. Also, a series of multiple regression analyses 
were conducted with the following dependent variables (academic self-concept, verbal 
self-concept, general self-concept, self-esteem) as outcome variables. For each dependent 
variable, separate models were run. First, models were run wherein threat/non-threat 
primes were entered as predictors, next the interaction variable was added in and tested 
(i.e., main effects model), and finally interaction terms were created and included as 
predictors in the model. In these models, threat condition was dummy coded to create 
three new variables (i.e., symbolic threat, realistic threat, positive non-threat), and the 
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neutral condition was used as a control. In one set of models, acculturative stress was the 
moderator, and in another set, resilience was the moderator.  
  Data cleaning and descriptive statistics. A total of 253 responses were 
logged on the Qualtrics system. Upon initial examination, a total of three responses were 
excluded due to two responses being blank cases, and an additional response being an 
experimenter run-through of the survey. Of the resulting 250 responses, an initial eight 
cases were excluded for the following reasons: N = 2 answered No to the question “Are 
you an international student?” and N = 6 failed 2+ attention checks. Furthermore, an 
additional three participants were excluded for the following reasons: one participant 
admitted to not reading the article which was intended to serve as a prime for the 
research, and another two participants were excluded because they stated in qualitative 
responses that they were not international students but were immigrants or had PR status. 
The resulting sample was composed of 239 participants. As a starting point, after 
necessary reverse-coding and total score formation, data were examined to explore 
whether any of the key study variables had outliers. A value was labelled as an outlier if 
it varied ± 2.5 standard deviations from the mean. For all key variables, less than 5% of 
the cases exceeded the ± 2.5 cut-off so a decision was made to retain all outlying cases. 
In this research, the following approach was used to handle missing data. For computing 
correlations, t-tests, and ANOVAs, a pairwise deletion procedure was used, and for 
descriptive statistics, reliability and regressions, listwise deletion was used. 
As a next step, t-tests were conducted to see whether the order in which the 
questionnaires were presented to participants had any effect on scores. A brief description 
and summary of any order effects are presented in Appendix C. Table 23 presents 
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descriptive statistics and reliabilities for the full dataset, descriptive statistics for the 
neutral, symbolic, realistic and positive non-threat conditions are presented in Table 24, 
and study correlations are stated in Table 25. Histograms for the study variables are in 
Appendix C. No variables correlated collinearly with social desirability (i.e., r > .80). For 
both the full scale and subscales, social desirability positively correlated with self-views 
variables (excluding religion self-concept) and resilience, and negatively with 
acculturative stress. As with Study 2, the negative correlation with acculturative stress 
may be stemming from a desire to follow Asian cultural norms such as limiting self-
disclosure (Johnson & van de Vijver, 2004), and this conjecture is plausible given that a 
sizeable proportion of students in the sample are Asian. Also, though social desirability 
and self-views linked positively, observed scores on self-views were only moderately 
higher than scale midpoints (e.g., self-esteem scale midpoint = 35 and mean = 48.91). 
Thus, international students may be underreporting scores to be modest (Cai et al., 2011).  
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Table 23 
Descriptive Statistics for Full Dataset 
 Variable 
K  N Mean SD Skewness Kurtosis   α   Range Scale 
 Midpoint 
Self-Esteem 10  234 48.91 9.39 -0.12 -0.19 .84 19-70 35 
General Self-
Concept 
12  226 59.67 12.16 -0.45 -0.20 .91 24-84 42 
Academic Self-
Concept 
10  229 45.97 9.79 0.05 -0.19 .86 21-69 35 
Verbal Self-
Concept 
10  233 42.23 9.73 0.29 0.16 .85 18-69 35 
Religion Self-
Concept 
12  232 42.20 14.40 0.54 0.23 .88 12-81 42 
Self-Concept 
Clarity 
10  234 29.94 7.23 0.02 -0.33 .83 12-47 25 
Acculturative 
Stress (AS) 
36  223 90.39 20.59 0.06 -0.41 .93 40-147 90 
AS_Perceived 
Discrimination 
8  235 19.32 5.47 0.33 0.25 .85 8-38 20 
AS_Homesickness 4  236 11.91 3.10 0.02 -0.14 .69 4-20 10 
AS_Perceived Hate 5  234 10.32 3.51 0.37 -0.38 .83 5-21 12.5 
AS_Fear 4  238 9.35 3.13 0.09 -0.48 .71 4-18 10 
AS_Stress, Culture 
Shock and Change 
3  237 8.41 2.25 0.10 0.07 .36 3-15 7.5 
AS_Guilt 2  238 4.25 1.65 0.59 0.01 .47 2-9 5 
AS_Miscellaneous 9  235 24.07 6.17 0.06 -0.37 .80 9-40 22.5 
Resilience (R) 
35  220 50.02 8.93 -0.12 -0.23 .92 26.68-
73.57 
 
R_Mastery 
15  229 50.00 10.00 -0.03 -0.33 .89 21.50-
73.42 
 
R_Relatedness 
20  225 50.00 10.00   -0.19         -
0.14 
.88 23.34-
73.73 
 
Social Desirability 
(SD) 
14  234 55.82 9.98 -0.01 0.07 .70 28-85 49 
SD_Self-Deceptive 
Enhancement 
7  236 27.82 6.10 0.00 -0.22 .64 12-44 24.5 
SD_Impression 
Management 
7  237 27.86 6.48 -0.13 -0.12 .67 8-45 24.5 
Note. K = number of items per scale; N = number of responses, SD = standard deviation. Scale midpoints 
are not provided for Resilience, R_Mastery, and R_Relatedness because the descriptive statistics provided 
for these variables correspond with t-scores. The medians of these variables are as follows: R_Mastery = 
49.45, R_Relatedness = 50.08, and Resilience = 50.25. 
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Table 24 
Descriptive Statistics for Neutral, Symbolic, Realistic, and Positive Non-Threat Conditions 
  
              Neutral                                          Symbolic                                              Realistic                                     Positive 
         
 
Variable  N Mean SD 
Range     
N 
Mean SD 
Range 
N Mean SD 
Range 
N Mean SD 
Range 
Self-Esteem 56 48.36 9.40 26-70 60 50.07 10.37 19-69 58 49.05 8.67 30-67 60 48.12 9.12 27-69 
General Self-
Concept 
57 59.04 13.03 24-82 56 60.96 12.13 27-84 55 60.05 11.59 36-82 58 58.69 12.03 27-80 
Academic Self-
Concept 
57 46.95 9.64 28-69 58 46.41 10.45 23-69 54 46.80 9.09 23-66 60 43.88 9.82 21-67 
Verbal Self-Concept 57 43.28 11.22 18-69 59 41.98 9.17 18-65 57 41.79 9.57 19-66 60 41.88 9.06 21-65 
Religion Self-
Concept 
58 45.53 15.28 15-80 59 40.53 15.07 12-81 56 41.82 14.52 17-78 59 40.97 12.42 12-73 
Self-Concept Clarity 57 30.02 7.90 15-47 59 30.17 6.66 12-46 59 29.61 6.78 14-43 59 29.98 7.71 16-47 
Acculturative Stress 
(AS) 
55 91.29 20.81 49-140 56 91.61 20.99 40-131 54 90.44 21.32 45-147 58 88.29 19.68 53-131 
AS_Perceived 
Discrimination 
58 19.90 5.36 9-38 59 19.31 5.13 8-32 58 19.48 5.37 8-34 60 18.63 6.03 8-34 
AS_Homesickness 58 12.12 3.08 6-19 59 12.07 3.20 4-20 59 11.42 3.00 4-18 60 12.03 3.14 4-19 
AS_Perceived Hate 58 10.71 3.46 5-18 59 9.95 3.37 5-21 58 10.60 3.66 5-19 59 10.02 3.59 5-19 
AS_Fear 59 9.36 3.37 4-18 60 9.62 3.40 4-18 59 9.64 2.88 4-15 60 8.80 2.81 4-15 
AS_Stress, Culture 
Shock and Change 
59 8.08 2.10 3-14 59 8.73 2.68 3-15 58 8.52 2.07 4-14 61 8.31 2.12 3-13 
AS_Guilt 58 4.36 1.79 2-9 60 4.27 1.55 2-9 59 4.20 1.62 2-9 61 4.18 1.67 2-8 
AS_Miscellaneous 59 23.95 5.91 12-40 60 24.73 6.26 9-35 57 23.63 6.38 11-39 59 23.93 6.23 13-40 
Resilience (R) 
56 49.88 9.63 26.68-
69.88 
52 49.88 9.64 30.32-
73.57 
56 50.32 8.67 28.41-
67.82 
56 49.98 7.97 28.32-
68.79 
R_Mastery 
58 49.80 10.48 22.83-
70.75 
55 49.89 10.62 21.50-
73.42 
58 51.18 10.31 32.15-
70.75 
58 49.13 8.65 28.15-
72.08 
R_Relatedness 
57 50.08 10.75 26.43-
71.67 
54 49.94 10.79 25.40-
73.73 
57 49.01 9.34 23.34-
67.56 
57 50.96 9.23 28.48-
73.73 
Social Desirability 
(SD) 
58 55.78 11.10 28-85 58 54.64 9.08 35-75 59 57.15 11.18 31-77 59 55.69 8.34 35-73 
SD_Self-Deceptive 
Enhancement 
59 27.80 6.57 12-40 59 27.07 6.27 13-44 59 28.37 6.24 15-42 59 28.05 5.31 14-39 
SD_Impression 
Management 
58 27.74 7.24 8-45 59 27.34 6.34 14-40 59 28.78 7.06 15-43 61 27.59 5.19 16-37 
Note. N refers to the number of responses, SD = standard deviation 
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Table 25 
Correlation matrix for key study variables 
 
 
 
 
 
 
 
 
 
 
 
Variable 1 2 3 4 5 6 7 8. 9. 10. 
1.Self-Esteem 1           
2.Acculturative Stress(AS) -.36** 1         
3.Social Desirability(SD) .38** -.39** 1        
4.Resilience(R) .64** -.37** .35** 1       
5. Self-Concept Clarity .57** -.38** .52** .45** 1      
6.AS_Percieved 
Discrimination 
-.30** .88** -.41** -.26** -.32** 
1    
 
7.AS_Homesickness 
-.18** .58** -.16* -.16* -.19** .31** 
1   
 
8.AS_PerceivedHate 
-.32** .79** -.29** -.31** -.32** .75** .29** 
1  
 
9.AS_Fear 
-.33** .81** -.26** -.38** -.38** .61** .41** .58** 
1 
 
10.AS_Stress 
-0.12 .70** -.27** -.17* -0.13 .58** .40** .41** .48** 1 
11.AS_Guilt 
-.29** .54** -.19** -.33** -.27** .35** .51** .29** .48** .27** 
12.AS_Miscellaneous 
-.31** .90** -.39** -.31** -.32** .75** .37** .64** .72** .67** 
13.SD_SDE .49
** -.32** .79** .42** .57** -.26** -.17** -.21** -.29** -.19** 
14.SD_IM 
.14* -.30** .82** .15* .30** -.37** -.10 -.26** -.13 -.22** 
15.General Self-Concept 
.85** -.35** .42** .63** .55** -.24** -.21** -.23** -.37** -.17* 
16.Academic Self-Concept 
.55** -.29** .31** .44** .37** -.15* -.24** -.19** -.25** -.12 
17.Verbal Self-Concept 
.42** -.33** .14* .39** .39** -.21** -.10 -.27** -.38** -.17* 
18.Religion Self-Concept 
-.01 -.05 .13 .04 .06 -0.07 .14* -0.01 -.13*    .00 
19.R_Mastery 
.60** -.31** .36** .89** .39** -.19** -.20** -.24** -.27** -.14* 
20.R_Relatedness .56** -.36** .27** .89** .44** -.27** -.12 -.33** -.41** -.17* 
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Table 25 (continued) 
Note. *p < .05, **p <. 01.SDE = Self-Deceptive Enhancement, IM = impression management, R = resilience. Sample sizes vary from 206-238. 
Variable 11. 12. 13. 14. 15. 16. 17. 18. 19. 20. 
11.AS_Guilt 1          
12.AS_Miscellaneous .39** 1         
13.SD_SDE -.24** -.33** 1        
14.SD_IM -.08 -.27** .28** 1       
15.General Self-
Concept 
-.35** -.34** .52** .18** 1      
16.Academic Self-
Concept 
-.31** -.24** .38** .13* .54** 1     
17.Verbal Self-
Concept 
-.19** -.35** .30** -.07 .37** .48** 1    
18. Religion Self-
Concept 
-.04 -.09 .06 .12 .05 .02 .17** 1   
19.R_Mastery -.33** -.27** .43** .16* .62** .45** .31** .01 1  
20. R_Relatedness -.25** -.29** .34** .10 .52** .35** .39** .05 .60** 1 
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 Manipulation check questions. To ascertain the extent to which the 
priming conditions (i.e., symbolic, realistic, neutral, and positive non-threat) were having 
the intended effects, participants provided responses to the following multiple-choice 
questions: what was read about, whether the news article elicited anxiety, whether the 
news article was accurate or inaccurate, and what they believed the main idea of the 
article was. Responses from participants concerning the article topic were categorized as 
one of the following: fully accurate, partially accurate or inaccurate. A response was 
classified as fully accurate if the participant correctly identified the article read (e.g., 
participants in the positive non-threat condition or one of the two threat conditions 
selecting that they read about comparative research with international and domestic 
students). A partially accurate response would be when a person selected a response that 
is correct but not the best response (e.g., participants in the threat or non-threat conditions 
saying that they read facts about international students as opposed to selecting that they 
read about comparative research). Lastly, an inaccurate response represented when the 
selection made by a participant was not in correspondence with what was actually read 
(e.g., when participants in the neutral condition reported reading about comparative 
research about international and domestic students).  
Per this categorization scheme, 121 participants were fully accurate, 112 were 
partially accurate, and 6 were inaccurate. These findings suggest that the majority of 
participants (i.e., over 95%) were aware of what was read in the news article (i.e., the 
priming condition remained salient for them at the end of the study). With respect to 
whether participants felt that anxiety was felt, a score of 1 implied strong disagreement, 
whereas a 7 indicated strong agreement.  An ANOVA analysis was conducted to compare  
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differences in anxiety (measured using the response to a manipulation check question) 
across groups, and was found to be statistically significant, F(3, 235) = 4.17, p = .007, η2 
=.05. . Findings from Tukey post-hoc analyses indicated that those in the symbolic threat 
condition (M = 2.97, SD = 1.62, N = 60)  displayed higher scores than those who were in 
both the neutral condition (M = 2.14, SD = 1.29, N = 59) at  p =.007, and the positive 
non-threat condition (M=2.26; SD=1.34, N=61) at  p = .030. The realistic threat condition 
(M = 2.56, SD = 1.32, N = 59) did not significantly differ from other groups. These 
findings suggest that the threat priming procedure that was designed to evoke threat 
functioned as intended.  
When asked about the extent to which the article was accurate, on a 7-point scale 
where 7 indicated Very Accurate, no statistically significant differences were found         
F(3, 235) = 2.02, p =.112, η2 = .03.   The means and standard deviations for the groups 
are as follows: neutral (M = 5.05, SD = 1.21, N = 59), symbolic (M = 5.23, SD = 1.37, N 
= 60), realistic (M = 4.68, SD = 1.41, N = 59), and positive non-threat (M = 4.85, SD = 
1.24, N = 61). Across the conditions, the means were above the midpoint suggesting that 
overall the sample surveyed perceived the content in the news articles as having 
accuracy. In addition, when asked about what statement was supported based on the 
article content, participant responses within conditions are as follows. In the neutral 
condition, 17 out of 59 participants were unable to recall what statement was supported 
(best response) and 19 believed the article was about international and domestic students 
having comparable levels of academic and social adjustment (next best response). Of the 
60 students in the symbolic threat condition, 24 reported that international students were 
less socially adjusted than domestic students (best response), and 30 reported that 
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international students were less socially and academically adjusted than domestic 
students (next best response). Of the 59 participants in the realistic threat condition, 5 
reported that international students were less academically adjusted than domestic 
students (best response), and 43 reported that international students were less socially and 
academically adjusted than domestic students (next best response). Of the 61 participants 
in the positive non-threat condition, 32 participants reported that international students 
had comparable levels of academic and social adjustment as domestic students (best 
response). These findings lend credence to the notion that participants had a reasonable 
sense of the key message that corresponded with the priming condition assigned to, given 
that for all conditions, the percentage of matching responses (i.e., best or next best) was 
greater than 50%.  
It should be acknowledged that the findings reported in this subsection are 
primarily presented to provide a sense as to the validity of the priming procedure. 
Statistically significant differences in anxiety were found between those in the symbolic 
threat condition and those in the neutral and positive non-threat conditions respectively. 
Also, accuracy scores were above the mid-point and did not differ across groups in a 
statistically significant manner. Lastly, almost all the participants had at least partial 
recall of what the article read was about, and several could recall the key message of the 
article read. Taken together, these findings indicate that the priming procedure used has 
the capacity to produce the intended effects (i.e., being in a threat condition was 
associated with greater levels of anxiety), and the stimuli (i.e., the news articles) were 
perceived as legitimate by participants.  
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  Hypothesis 1-8: Do mean levels of key variables vary as a function of 
threat or non-threat?  No statistically significant difference between international  
students primed with symbolic threat, realistic threat, a positive non-threat condition or 
those in a neutral condition was found in a one-way ANOVA either for general self-
concept, F (3, 222) =.40, p = .750, η² = .01, or for self-esteem, F (3, 230) = .51, p = .674, 
η² = .01. These findings fail to provide support for the following hypotheses: Hypothesis 
1: those primed with symbolic threat would have lower general self-views scores than 
those in a neutral condition, Hypothesis 3: those primed with realistic threat would have 
lower general self-views than those in a neutral condition, Hypothesis 7: those primed 
with positive non-threat would have the highest general self-views as compared to those 
in other conditions.  
 No statistically significant difference between groups was found in a one-way 
ANOVA for academic self-concept, F (3, 225) = 1.27, p = .286, η² = .02, or for verbal 
self-concept, F (3, 229) = .30, p = .829, η² = .004. These findings fail to provide support 
for the following hypotheses. Specifically, those primed with symbolic threat did not 
have lower academic self-views scores than those in a neutral condition (Hypothesis 2), 
those primed with realistic threat did not have lower academic self-views scores than 
those in a neutral condition (Hypothesis 4), and those in a positive non-threat condition 
did not have higher self-views scores than those in all other conditions (Hypothesis 8).  
Two additional hypotheses concerning mean differences were tested in this study. 
The aim was to ascertain whether religion self-concept and self-concept clarity were 
different amongst the four conditions tested. Failing to support Hypothesis 5 wherein it 
was proposed that those in the symbolic threat condition would have significantly 
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different levels of religion self-concept than those in other conditions, this variable did 
not show variation as a function of threat condition, F(3, 228) = 1.47, p = .224, η² = .02  
Lastly, contrary to Hypothesis 6, those in the symbolic and realistic conditions did not 
have lower levels of self-concept clarity than those in the positive non-threat and neutral 
conditions, F(3, 230) = .06, p = .979, η² = .0008. 
 Hypotheses 9-12: Are acculturative stress and resilience moderators 
of the condition self-views link? Tables 26-29 display regression results when 
acculturative stress, symbolic threat, realistic threat, positive non-threat and the 
interaction terms are used as predictors of self-esteem, general self-concept, academic 
self-concept and verbal self-concept respectively. Similarly, Tables 30-33 display 
regression results when resilience, symbolic threat, realistic threat, positive non-threat 
and the interaction terms are used as predictors of self-esteem, general self-concept, 
academic self-concept, and verbal self-concept. As with Study 2, neither acculturative 
stress nor resilience were significant moderators of the symbolic threat-self-views link or 
the realistic threat-self-views link. This finding held true for both academic and general 
self-views. This said, when main effects models were run, acculturative stress 
significantly negatively predicted self-views, whereas resilience positively predicted self-
views. To illustrate, acculturative stress was a negative predictor of self-esteem, β = -.37, 
t(214) = -5.77, p  < .001, in a model with acculturative stress and threat condition. In the 
same vein, in a model with threat condition and resilience as predictors of self-esteem, 
resilience emerged as a significant predictor, β = .64, t(211) = 12.14, p  <.001.  
There was one instance in which a significant interaction was found between 
conditions and acculturative stress in predicting self-views. Specifically, the interaction 
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term between positive non-threat and acculturative stress was a significant predictor of 
general self-concept, β = .19, t(203) = 2.17, p = .031. This means that for individuals in 
the positive non-threat condition, the drop in general self-concept scores given increasing 
levels of acculturative stress is far smaller than for those in the neutral condition (see 
Figure 3). Hypothesis 9 was partially supported. To elaborate, it was shown that the drop 
in general self-concept was less negative for those in the positive non-threat condition. 
However, the interactions between the symbolic threat condition and acculturative stress 
or the realistic threat condition and acculturative stress were non-significant. This 
suggests that the drop in general self-concept given higher levels of acculturative stress 
for these conditions was not far greater as was originally anticipated. Hypotheses 10-12 
were unsupported as none of the interaction terms were significant.  
 
Figure 3. Prediction of general self-concept by the interaction of acculturative stress and 
threat condition 
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Table 26 
Main Effects and Interaction Regression Models (Acculturative Stress + Threat Condition) for Self-Esteem 
  Threat Predictors only Threat Predictors and Moderator   Main Effects and Interaction Terms 
Variable B SE B  β B SE B β B SE B β  
Intercept 48.47 1.27 *** 48.69 1.18 *** 48.75 1.19 *** 
Symbolic Threat 2.49 1.77 .12 2.53 1.65 .12 2.41 1.66 .11 
Realistic Threat 0.87 1.79 .04 0.71 1.67 .03 0.66 1.68 .03 
Positive Non-Threat -0.72 1.76 -.03 -1.19 1.64 -.06 -1.27 1.65 -.06 
Acc. Stress 
   
-0.16 0.03 -.37*** -0.20 0.06 -.45** 
Acc. Stress*Symbolic Threat 
      
0.08 0.08 .09 
Acc. Stress*Realistic Threat 
      
0.04 0.08 .05 
Acc Stress*Positive Non-Threat 
      
0.02 0.08 .02 
R2 .02 .15 .15 
F change  1.26 33.33*** 0.38 
Note. Model 1 represents the threat-only model, model 2 is the model testing for main effects,  and model 3 is the interaction model. Acculturative stress is mean-
centered. Threat condition is denoted as 3 dummy coded variables. *p  <  .05,  **p  <  .01, *** p  <  .001. 
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Table 27 
 Main Effects and Interaction Regression Models (Acculturative Stress + Threat Condition) for General Self-Concept  
  Threat Predictors only Threat Predictors and Moderator   Main Effects and Interaction Terms 
Variable B SE B β B SE B β B SE B β 
Intercept 43.17 1.37 *** 58.84 1.56 *** 58.97 1.55 *** 
Symbolic Threat 3.13 2.37 .11 3.21 2.22 .11 3.04 2.21 .11 
Realistic Threat 1.36 2.38 .05 1.30 2.23 .05 1.15 2.22 .04 
Positive Non-Threat -0.17 2.33 -.01 -0.69 2.19 -.03 -0.67 2.18 -.02 
Acc. Stress 
   
-0.21 0.04 -.36*** -0.34 0.08 -.59*** 
Acc. Stress*Symbolic Threat 
      
0.16 0.11 .14 
Acc. Stress*Realistic Threat 
      
0.16 0.10 .14 
Acc Stress*Positive Non-Threat 
      
0.23 0.11 .19* 
R2 .01 .14 .16 
F change  0.84 30.13*** 1.70 
Note. Model 1 represents the threat-only model, model 2 is the model testing for main effects,  and model 3 is the interaction model. Acculturative stress is mean-
centered. Threat condition is denoted as 3 dummy coded variables. *p  <  .05,  **p  <  .01, *** p  <  .001. 
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Table 28 
Main Effects and Interaction Regression Models (Acculturative Stress + Threat Condition) for Academic Self-Concept  
  Threat Predictors only Threat Predictors and Moderator   Main Effects and Interaction 
Terms 
Variable B SE B β B SE B β B SE B β 
Intercept 47.11 1.33 *** 47.27 1.27 ***  47.32 1.28 *** 
Symbolic Threat -0.52 1.87 -.02 -0.34 1.79 -.02 -0.44 1.80 -.02 
Realistic Threat 0.09 1.92 .00 -0.11 1.83 -.01 -0.14 1.84 -.01 
Positive Non-Threat -3.82 1.85 -.17* -4.21 1.77 -.19* -4.33 1.77 -.20* 
Acc. Stress 
   
-0.14 0.03 -.30*** -0.19 0.06 -.40** 
Acc. Stress*Symbolic Threat 
      
0.07 0.09 .07 
Acc. Stress*Realistic Threat 
      
0.12 0.09 .12 
Acc Stress*Positive Non-
Threat 
      
0.01 0.09 .01 
R2 .03 .12 .13 
F change  2.03 21.36*** 0.76 
Note. Model 1 represents the threat-only model, model 2 is the model testing for main effects,  and model 3 is the interaction model. Acculturative stress is mean-
centered. Threat condition is denoted as 3 dummy coded variables. *p  <  .05,  **p  <  .01, *** p  <  .001. 
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Table 29 
Main Effects and Interaction Regression Models (Acculturative Stress + Threat Condition) for Verbal Self-Concept  
  Threat Predictors only Threat Predictors and Moderator   Main Effects and Interaction Terms 
Variable B SE B β B SE B β B SE B β 
Intercept 43.17 1.37 *** 43.54 1.30 *** 43.68 1.30 *** 
Symbolic Threat -0.92 1.92 -.04 -1.00 1.81 -.04 -1.24 1.82 -.05 
Realistic Threat -0.96 1.95 -.04 -1.24 1.84 -.05 -1.41 1.84 -.06 
Positive Non-Threat -1.52 1.91 -.07 -2.14 1.80 -.10 -2.38 1.80 -.11 
Acc. Stress 
   
-0.16 0.03 -.34*** -0.23 0.06 -.47*** 
Acc. Stress*Symbolic Threat 
      
0.12 0.09 .13 
Acc. Stress*Realistic Threat 
      
0.12 0.09 .13 
Acc Stress*Positive Non-Threat 
      
-0.00 0.09 -.00 
R2 .00 .12 .13 
F change  0.22 27.43*** 1.28 
Note. Model 1 represents the threat-only model, model 2 is the model testing for main effects,  and model 3 is the interaction model. Acculturative stress is mean-
centered. Threat condition is denoted as 3 dummy coded variables. *p  <  .05,  **p  <  .01, *** p  <  .001. 
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Table 30 
Main Effects and Interaction Regression Models (Resilience + Threat Condition) for Self-Esteem as an Outcome 
  Threat Predictors only Threat Predictors and Moderator   Main Effects and Interaction Terms 
Variable B SE B β B SE B β B SE B β 
Intercept 48.15 1.24 *** 48.26 0.96 *** 48.25 0.96 *** 
Symbolic Threat 1.45 1.77 .07 1.41 1.36 .07 1.42 1.37 .07 
Realistic Threat 1.07 1.75 .05 0.66 1.35 .03 0.66 1.36 .03 
Positive Non-Threat -0.00 1.75 .00 -0.22 1.35 -.01 -0.21 1.35 -.01 
Resilience 
   
0.65 0.05 .64*** 0.60 0.10 .59*** 
Resilience*Symbolic Threat 
      
0.08 0.14 .04 
Resilience*Realistic Threat 
      
0.06 0.15 .04 
Resilience*Positive Non-
Threat 
      
0.06 0.16 .03 
R2 .01 .41 .42 
F change  0.36 147.34*** 0.12 
Note. Model 1 represents the threat-only model, model 2 is the model testing for main effects,  and model 3 is the interaction model. Resilience is mean-centered. 
Threat condition is denoted as 3 dummy coded variables. *p  <  .05,  **p  <  .01, *** p  <  .001. 
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Table 31 
Main Effects and Interaction Regression Models (Resilience + Threat Condition) for General Self-Concept as an Outcome 
  Threat Predictors only Threat Predictors and Moderator   Main Effects and Interaction Terms 
Variable B SE B β B SE B β B SE B β 
Intercept 59.24 1.63 *** 59.43 1.26 *** 59.44 1.27 *** 
Symbolic Threat 1.40 2.35 .05 1.43 1.82 .05 1.43 1.83 .05 
Realistic Threat 1.05 2.32 .04 0.72 1.80 .03 0.71 1.81 .03 
Positive Non-Threat -0.98 2.30 -.04 -1.04 1.78 -.04 -1.05 1.79 -.04 
Resilience 
   
0.83 0.07 .63*** 0.85 0.13 .65*** 
Resilience*Symbolic Threat 
      
-0.00 0.19 .00 
Resilience*Realistic Threat 
      
-.0.02 0.20 -.01 
Resilience*Positive Non-
Threat 
      
-0.06 0.21 -.02 
R2 .01 .41 .41 
F change  0.43 138.69*** 0.03 
Note. Model 1 represents the threat-only model, model 2 is the model testing for main effects,  and model 3 is the interaction model. Resilience is mean-centered. 
Threat condition is denoted as 3 dummy coded variables. *p  <  .05,  **p  <  .01, *** p  <  .001. 
 
 
WHO I AM IS SHAPED BY MY PAST AND IMPACTS MY FUTURE           153 
 
Table 32 
Main Effects and Interaction Regression Models (Resilience + Threat Condition) for Academic Self-Concept as an Outcome  
  Threat Predictors only Threat Predictors and Moderator   Main Effects and Interaction Terms 
Variable B SE B β B SE B β B SE B β 
Intercept 47.13 1.32 *** 47.27 1.18 *** 47.27 1.18 *** 
Symbolic Threat -1.39 1.90 -.06 -1.37 1.71 -.06 -1.31 1.71 -.06 
Realistic Threat -0.19 1.89 -.01 -0.56 1.70 -.03 -0.48 1.70 -.02 
Positive Non-Threat -3.08 1.86 -.14 -3.12 1.67 -.14† -3.13 1.66 -.14† 
Resilience 
   
0.47 0.07 .44*** 0.47 0.12 .44*** 
Resilience*Symbolic Threat 
      
0.18 0.18 .09 
Resilience*Realistic Threat 
      
-0.16 0.18 -.07 
Resilience*Positive Non-
Threat 
      
-0.05 0.19 -.02 
R2 .02 .21 .23 
F change  1.16 50.71*** 1.17 
Note. Model 1 represents the threat-only model, model 2 is the model testing for main effects,  and model 3 is the interaction model. Resilience is mean-centered. 
Threat condition is denoted as 3 dummy coded variables. † =  p between .05 and .08, *p  <  .05,  **p  <  .01, *** p  <  .001. 
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Table 33 
Main Effects and Interaction Regression Models (Resilience + Threat Condition) for Verbal Self-Concept as an Outcome  
  Threat Predictors only Threat Predictors and Moderator   Main Effects and Interaction Terms 
Variable B SE B β B SE B β B SE B β 
Intercept 43.50 1.32 *** 43.52 1.22 *** 43.53 1.22 *** 
Symbolic Threat -2.34 1.90 -.10 -2.32 1.75 -.10 -2.35 1.74 -.10 
Realistic Threat -1.46 1.87 -.07 -1.64 1.72 -.07 -1.67 1.72 -.08 
Positive Non-Threat -1.80 1.85 -.08 -1.82 1.71 -.08 -1.83 1.70 -.08 
Resilience 
   
0.42 0.07 .39*** 0.59 0.13 .55*** 
Resilience*Symbolic Threat 
      
-0.30 0.18 -.15 
Resilience*Realistic Threat 
      
-0.10 0.19 -.05 
Resilience*Positive Non-
Threat 
      
-0.31 0.20 -.13 
R2 .01 .16 .18 
F change  0.57 38.28*** 1.29 
Note. Model 1 represents the threat-only model, model 2 is the model testing for main effects,  and model 3 is the interaction model. Resilience is mean-centered. 
Threat condition is denoted as 3 dummy coded variables. *p  <  .05,  **p  <  .01, *** p  <  .001. 
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 Differences based on gender. Overall, the sample comprised roughly thrice as 
many women (N = 178) as men (N = 58). To see whether men and women differed across key 
study variables, a decision was made to test for gender differences. This test is also useful in that 
it could assist in ascertaining whether gender differences found in Study 2 replicated. No 
significant difference was found in the scores between men (M = 49.54, SD = 11.25, N = 56) and 
women (M = 48.73, SD = 8.70, N = 175), t(77.207) = .49,  p = .625, Δ = .07, on self-esteem7.  
Similarly, no significant difference was found in the scores between women (M = 59.18, SD = 
11.60, N = 169) and men (M = 61.15, SD = 13.61, N = 54), t(221) = 1.04, p = .299, d  = .16, g = 
.16, on general self-concept. It should be noted that the finding of no significant gender 
differences in general self-concept failed to replicate findings from Study 2. As for academic 
self-views, no significant difference was found in the scores between women (M = 46.10, SD = 
9.57, N = 170) and men (M = 45.52, SD = 10.42, N = 56),  t(224) = -.39, p = .700, d  = .06, g = 
.06, on academic self-concept, Likewise, no significant difference was found in the scores 
between women (M = 41.94, SD = 9.93, N = 173) and men (M = 43.37, SD = 9.29, N = 57), 
t(228) = .96, p = .340, d  = .15, g = .15, on verbal self-concept.  The findings concerning gender 
differences in academic self-views were consistent with those found in Study 2.  
Tests were also conducted to determine whether gender differences in the moderating 
variables could be found. Men (M = 84.10, SD = 16.88, N = 51) and women (M = 92.31, SD = 
21.42, N = 169) differed significantly on acculturative stress, t(103.191) = -2.85, p = .005. This 
significant mean difference had an effect size that can be classified as small-to-medium Δ = .49. 
Men (M = 50.33, SD = 9.30, N = 52) and women (M = 49.99, SD = 8.87, N = 166) did not differ 
 
7
 Calculations for self-esteem, acculturative stress, and self-concept clarity used adjusted values due to a significant 
Levene’s test, and the effect size measure used is Gates delta. 
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significantly on resilience, t(216) = .23, p = .815, d  = .04, g = .04,. These findings were in 
keeping with those found for Study 2. Also, two new variables compared in this study were 
religion self-concept and self-concept clarity. For the sake of consistency, gender differences 
were checked for these variables. Men (M = 43.32, SD = 15.35, N = 57) and women (M = 41.82, 
SD = 14.01, N = 172) did not differ significantly on religion self-concept, t(227) = .68, p = .496, 
d  = .10, g = .10. Also, there were no gender differences between men (M = 31.51, SD = 8.13, N 
= 55) and women (M = 29.48, SD = 6.83, N =176) on self-concept clarity, t(79.241) = 1.67, p = 
.098, Δ = .25. 
 Auxiliary analyses. As with Study 2, auxiliary analyses were done to see whether 
variables other than resilience and acculturative stress would moderate the relationship between 
threat and self-views. In the subsections below, findings are reported for whether gender, self-
concept clarity, and time in Canada respectively significantly moderate the threat self-views 
relationship. Furthermore, an additional set of analyses were conducted to determine whether the 
three-way interactions between gender, acculturative stress, and threat condition would 
significantly predict self-views. Auxiliary regression analyses are reported in Appendix C. Table 
1-4 present findings when gender is the moderator, and Tables 5-8 show results when both 
gender and acculturative stress are tested as moderators. Tables 9-12 display results when self-
concept clarity is tested as a moderating variable, and lastly Tables 13-16 outline findings when 
time in Canada is considered as a moderating variable.  
4.3.6.1. Gender as a moderator. As with Study 2, a decision was made to test whether  
gender would moderate the threat self-views link, and findings supported this claim. In this 
study, when self-esteem was tested as an outcome, the interaction between gender and symbolic 
threat was a significant predictor, β = .37, t(223) = 2.18, p  = .030.  Specifically, self-esteem 
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scores are expected to be relatively higher for women in the symbolic threat condition as 
compared to men (see Figure 4). Similarly, when general self-concept was tested as an outcome, 
the interaction between gender and symbolic threat was a significant predictor, β = .47, t(218) = 
2.82,  p = .005. Per this finding, women in the symbolic threat condition are expected to have 
relatively higher general self-concept scores than men (see Figure 5). 
 
Figure 4.  Gender and condition as predictors of self-esteem 
 
Figure 5. Gender and condition as predictors of general self-concept 
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4.3.6.2. Gender and acculturative stress as moderators. A common finding across  
Studies 2 and 3 was evidence of gender differences in scores on acculturative stress such that 
women displayed higher levels of acculturative stress than men. Regression analyses also 
displayed that acculturative stress was a significant negative predictor of self-views, whilst 
gender both was a significant predictor (in Study 2) and interacted with threat (in Study 3) to 
predict self-views. Considering this pattern of findings, a logical extension was to explore 
whether gender, acculturative stress, and threat would collectively predict state self-views of a 
general and academic nature. In the model where three-way interactions were tested for, a three 
way interaction between gender, acculturative stress, and realistic threat predicted general self-
concept, β = -.64, t(193) = -1.87, p = .062. This trend suggests that for women in the realistic 
threat condition, higher levels of acculturative stress were predictive of a decrease in general 
self-concept, whereas the opposite pattern was documented for men (i.e., scores increased, 
Figure 1, Appendix C). Also, when academic self-concept was considered as an outcome 
variable, and three-way interactions were tested for, the interaction between gender, acculturative 
stress, and realistic threat was a predictor, β = .68, t(195) = 1.90, p = .059. Per this trend, higher 
levels of acculturative stress were predictive of a smaller decline in academic self-concept for 
women in the realistic threat condition as compared to men (Figure 2, Appendix C). 
4.3.6.3. Self-concept clarity as a moderator. Self-concept clarity is expected to play a 
role in the prediction of self-views in this study given that it has been shown to positively predict 
self-esteem in past research (Błażek, & Besta, 2012). When self-esteem or general self-concept 
were tested as outcome variables, none of the interaction terms were significant predictors. When 
the outcome variable selected was verbal self-concept, the interaction between self-concept 
clarity and positive condition was significant, β = -.23, t(220) = -2.64, p = .009. This finding 
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suggests that for those in the positive non-threat condition, increases in self-concept clarity were 
predictive of increases in verbal self-concept, but to a lesser extent than for those in the neutral 
condition (Figure 3, Appendix B).  Similarly, when academic self-concept was examined as an 
outcome variable, a significant interaction was found between the positive condition and self-
concept clarity, β = -.19, t(216) = -2.14, p = .034. For those in the positive non-threat condition, 
increases in self-concept clarity were predictive of increases in academic self-concept, but to a 
lesser extent than for those in the neutral condition (Figure 4, Appendix B).  
4.3.6.4. Time in Canada as a moderator. Time in Canada is a good potential moderating  
variable to examine given that this factor contributes to international student adjustment (e.g., 
Zhang & Goodson, 2011). When self-esteem was examined as the outcome variable, all three 
interaction terms were significant predictors: symbolic threat and time in Canada, β = .20, t(193) 
= 2.18,  p = .031; realistic threat and time in Canada, β = .25, t(193) = 2.63,  p = .009; and 
positive non-threat and time in Canada, β = .24, t(193) = 2.46,  p = .015. This finding suggests 
that as compared to those in the neutral condition, spending a greater amount of time in Canada 
was associated with relatively greater increases in self-esteem for those in either the symbolic, 
realistic, or positive condition (Figure 5, Appendix B). When general self-concept was used as an 
outcome variable, the interaction between realistic threat and time in Canada was as follows: β = 
.19, t(185) = 1.97, p = .051 thereby suggesting that being in the realistic threat condition and 
having spent more time in Canada was expected to lend to relatively higher general self-concept 
scores (Figure 6, Appendix B). None of the interaction terms were significant predictors of 
verbal self-concept. When academic self-concept was selected as an outcome variable, the 
interaction between realistic threat and time in Canada was a noteworthy predictor, β = .18, 
t(188) = 1.92, p = .056. This trend indicates that there was a relatively greater rise in academic 
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self-concept for those in the realistic threat condition than in the neutral condition with more 
time in Canada (Figure 7, Appendix B).  
  Discussion 
Contrary to predictions, this research has shown that being primed with an experimental 
condition (i.e., symbolic threat, realistic threat, or  positive non-threat) as opposed to being in a 
neutral condition did not result in significantly different levels of academic, religion, and general 
self-views, nor did it result in changed levels of self-concept clarity for international students. In 
the regressions tested, acculturative stress was a significant negative predictor, and resilience was 
a significant positive predictor of academic and general self-views. This research failed to 
demonstrate significant moderation of the threat self-views link by acculturative stress or 
resilience but did show a significant self-views-positive non-threat link. Specifically, as 
compared to those assigned to a neutral condition, individuals assigned to the positive non-threat 
condition with greater levels of acculturative stress reported a smaller drop in general self-
concept. This pattern of findings largely replicates findings from Study 2. Some auxiliary 
analyses were conducted to examine whether gender, self-concept clarity, and time in Canada 
would moderate the threat self-views link. In the following subsections, potential explanations 
for study results will be presented, auxiliary analyses will be briefly examined, and limitations of 
the study will also be discussed.  
 Explaining lack of score differences in self-views and self-concept clarity. 
Support was not provided in this research for the following predictions: H1-H8. First, 
participants primed with symbolic or realistic threat did not report decreased general or academic 
self-views as compared to those in a neutral condition. Second, participants in the positive non-
threat condition did not have higher scores on general or academic self-views as compared to 
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those in other conditions. Third, those in the symbolic threat prime condition did not report 
significantly different religion self-views scores than those in other conditions. Last, those in the 
symbolic or realistic threat conditions did not have lower self-concept clarity than those in the 
positive non-threat or neutral conditions. Possible explanations for why this pattern of findings 
may have emerged are presented below. Although speculative, it should be noted that the 
explanations provided are derived from a close inspection of the data gathered as well as a 
thorough understanding of the literature. These explanations are outlined so that future research 
designs can include needed components to empirically assess these claims. 
As with Study 2, sample characteristics may have played a critical role in explaining why 
the priming condition did not elicit the intended effects. When probed to elaborate on goals for 
studying abroad (scored on a 5-point Likert scale; see Section 3.4.1 for more information), the 
top three reasons why students wished to study abroad are as follows: for expanding career and 
life opportunities (93 chose 5), for a good education (115 chose 5), and for the prospect of good 
employment (65 chose 5). Also, nearly 60% of the participants mentioned that the decision to 
study abroad was driven by the desire to immigrate in the future (i.e., they selected 3 “Somewhat 
because of this reason” or above). Given these reasons, it is reasonable to posit that participants 
in this study perceive several benefits to be obtained from studying abroad, and have strong 
motivators driving them to study abroad (e.g., future immigration plans). As such, it may be the 
case that reading an article about how international students are performing in contrast to their 
non-international peers may not have offered a strong enough impetus to result in changed self-
views.  For example, it may be the case that those in the threat conditions believed that even if 
international students were faring poorer than their non-international peers, the pros of an 
international education still outweigh the cons, and as such self-views did not lower. However, it 
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should be noted that this claim cannot be tested empirically using the study dataset. The 
explanation provided above could also explain why there was a failure to observe differences in 
religion self-views and self-concept clarity scores. 
However, in terms of religion self-concept, it may also be the case that participants across 
the four conditions had comparable low levels of religiousness. Although there was no specific 
demographic question asked to participants about their religiousness which could be used to 
assess this claim, some insights can be gained by looking at scores on the individual items which 
were used for the religion self-concept composite variable. In each condition, around two-thirds 
of participants displayed scores below the midpoint (on a scale where 1 = Definitely False and 7 
= Definitely True) on the following question: I am a spiritual/religious person (approx. 66% in 
neutral, 70% in symbolic threat, 67% in realistic threat, and 71% positive). A follow-up ANOVA 
analysis indicated that individuals across conditions did not differ in the extent to which they saw 
themselves as religious, F(3, 233) = .375, p = .771, η² = .005. Similarly, in each condition, over 
half of the participants displayed scores below the midpoint (using the same scale as the question 
described above), on the following question: My spiritual/religious beliefs provide the guidelines 
by which I conduct my life (approx. 59% in neutral, 67% in symbolic threat, 54% in realistic 
threat, and 62% positive). A follow-up ANOVA analysis did not find significant differences 
across the conditions on this question, F(3, 235) = 1.259, p = .289, η² = .02. Since individuals 
reported low levels of self-identification as religious and did not believe that religious principles 
guided behaviours, then it stands to reason that an experimental manipulation designed to change 
religion state self-views might not exert the intended effects.   
In terms of self-concept clarity, the lack of differences across conditions could be due to 
international student group membership not being strong or salient, which in turn may have 
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contributed to the priming stimuli (i.e., news articles) not being perceived as personally relevant. 
Specifically, it has been reported that if individuals identify with a group, and group membership 
is made salient, this has the potential to influence behaviours (Trepte & Loy, 2017). Also, since 
groups are a constituent of social identity, and social identity matters for self-perceptions of 
worth, group comparisons can lead to inflations or depressions in self-views (Trepte & Loy, 
2017). In this study, at the time of signing up, the salience of group membership may have been 
high (i.e., the eligibility criteria for the study outlines that individuals need to be international 
students, and as such participants would have to self-categorize as such prior to signing up).  
However, this group salience might have weakened over time, given that there was a time-delay 
between sign-up and participation. This said, the news articles viewed by participants in the 
study were framed in a broad manner (i.e., comparing the international student population to the 
non-international student population on general outcomes), and participants did not have a 
chance to state group identifications prior to reading the articles. In such a design, group 
memberships other than international student could have been salient at the time of participation. 
In turn, it is possible that participants may have interpreted the findings of the news articles as 
not having personal relevance, which ultimately may have contributed to the lack of expected 
follow-up behavior (i.e., self-reporting lower self-concept clarity). 
 Explaining lack of moderation. Contrary to predictions, and in line with findings 
from Study 2, neither resilience nor acculturative stress moderated the threat self-views link. 
However, an interaction was found between acculturative stress and positive non-threat 
condition. Specifically, the drop in general self-concept scores given increasing levels of 
acculturative stress is smaller for those in the positive non-threat condition than for those in the 
neutral condition. It should be noted that this finding should be interpreted with caution given 
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that multiple comparisons were done, thereby contributing to a higher Type I error rate. This 
finding may be due to the framing of the news article in this condition. It may be that for those in 
the positive condition, being told that other international students are integrating well and 
performing comparably to non-international students is a sign that they too will experience 
positive outcomes. Being equipped with such information may serve to buffer the adverse effects 
of acculturative stress thereby resulting in a smaller decline in general self-concept.   
The lack of significant moderation in the other regressions run may be a result of 
condition not being a significant predictor of self-views in this research. To clarify, the dummy 
variables of symbolic threat and realistic threat were non-significant predictors of both general 
and academic self-views in the main effect models tested, and the positive non-threat variable 
also showed this pattern (i.e., save for a few exceptions). It is feasible that a true moderation 
relationship may exist between acculturative stress and threats as well as resilience and threats. 
However, for such a relationship to be documented, other variables may need to be taken into 
consideration. For example, it may be that acculturative stress and threat condition may 
negatively interact to predict self-views only for those with lower levels of social support. 
Alternatively, it may be that resilience may have a protective effect on self-esteem only for those 
with lower levels of neuroticism. The explanations above were derived based on consideration of 
the threats and self-perception literature, and data in this study preclude me from exploring such 
claims empirically. However, examining these issues in future research might yield rich insights.  
 Examining gender differences.  The finding of significant gender differences on 
general self-views in Study 2 did not replicate in the current study. Kling et al. (1999) have 
described in their meta-analytic research that while a gender difference exists, this difference is 
slight. It might have been the case that the men sampled in this study had lower self-esteem and 
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general self-concept than the average for men, and that the gender difference would emerge in a 
different and more balanced sample. In this study, the non-significant gender differences on 
verbal and academic self-concept replicate those found in Study 2 and align with past findings 
(Rubie-Davies & Lee, 2013).  Similarly, finding no difference in resilience across genders and 
that women have relatively higher acculturative stress than men aligns with Study 2 findings. 
Seeing the same pattern of findings in Studies 2 and 3 suggests that the gender differences 
reported are replicable amongst international students. Replicating Study 1 findings, this study 
showed that there were no significant gender differences in religion self-concept. However, these 
findings are inconsistent with Marsh (1989) who showed that women had higher scores. The lack 
of gender difference for self-concept clarity matches the pattern reported in two out of three of 
the studies by Campbell et al. (1996), although those authors showed that men had higher scores 
in their third study. Such discrepancies may be due to an underrepresentation of men in the 
sample.  
 Probing into auxiliary analyses. In this subsection, logical conjectures are made 
as to drivers of the patterns of significant findings and findings in the range of p between .05 and 
.08 documented in the study. It should be noted that such explanations need to be empirically 
tested in follow-up research, but that these were derived based on careful consideration of 
available data and relevant literature. Significant interactions were found between gender and 
threat condition wherein women in the symbolic threat condition reported relatively higher levels 
of self-esteem and general self-concept than men in this condition. How students processed 
information in the news article on symbolic threat may explain these findings. The article 
described that international students faced challenges in social integration due to factors such as 
difficulty with friendship formation and that culture was a dividing factor. If the students in the 
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symbolic threat condition compared their own situations with what was written in the article and 
felt that their position was more favourable (i.e., if they engaged in downward comparisons), 
then this may have resulted in them bolstering their general self-perceptions, given that self-
esteem maintenance has been described as a function of such comparisons (Guyer &  Vaughn-
Johnston, 2018). Extant literature lends support to the notion that women might have been more 
likely to make a downward comparison than men in response to the prime. As an example, 
Skromanis et al. (2018) documented that women reported significantly higher levels of perceived 
social support from friends, higher life satisfaction, and greater help-seeking than international 
students who were men. Applied to this study, if women feel better supported and are more 
likely to seek support when needed, this might explain why their scores were elevated as 
compared to men in the symbolic threat condition.  
When self-concept clarity was considered as a moderating variable, evidence suggested 
that for those in the positive non-threat condition, increases in self-concept clarity were 
predictive of increases in both verbal self-concept and academic self-concept, but to a lesser 
extent than for those in the neutral condition. Increases in academic self-perceptions with higher 
levels of self-concept clarity are to be expected given that self-concept clarity has been found to 
negatively relate to academic self-handicapping (Thomas & Gadbois, 2007) and positively tie in 
with academic adjustment (Raines & Lewandowski, 2009). The smaller increase in academic 
self-perceptions for those in the positive non-threat condition may be due to the framing of the 
news article used to prime participants in this condition. Specifically, according to the article, 
international students’ performance was comparable to their host national peers on both 
academic and social domains, and they were adjusting well.  It is possible that even with higher 
levels of self-concept clarity, when participants read an article about how international students 
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as a group are faring, they may have automatically compared their position relative to the 
students described. If such a comparison resulted in a sense of discrepancy (i.e., a feeling that 
one is doing poorer than the group), then this may explain the attenuated increase in scores.   
 When time in Canada was examined as a moderator, as compared to those in the neutral 
condition (for whom self-esteem decreased over time), being in any of the remaining conditions 
(i.e., symbolic, realistic, or positive) was a significant positive predictor of increases in self-
esteem. In predicting general self-concept and academic self-concept, only the interaction term 
between realistic threat and time in Canada approached significance (i.e., scores increased more 
over time for those in the realistic threat condition in comparison with the neutral condition 
where scores decreased over time). A systematic review on international student adjustment 
which used 64 studies has documented that length of stay positively predict sociocultural 
adjustment and negatively predicts acculturative stress and physical problems (Zhang & 
Goodson, 2011). However, the authors also described how adjustment was lower for students of 
Asian origin as compared to those who were from groups such as European (Zhang & Goodson, 
2011). Such findings are important to note given that sociocultural difficulty has been negatively 
linked with self-esteem (Yang et al., 2006) and sociocultural adaptation has been shown to 
predict academic achievement (Khan, Hamdan, Ahmad, & Mustaffa, 2015).  
In the current study, four-fifths (79.5%) of the participants self-identified as Chinese. The 
pattern of lower general and academic self-views with longer stay in Canada found in this study 
is not in opposition to what would be expected given the literature above (i.e., students of Asian 
origin having greater difficulty with sociocultural adjustment despite longer stay in the host 
country). However, the finding that both threat and non-threat conditions interact with time in 
Canada to predict self-views warrants consideration. As compared to the neutral condition, all 
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the remaining conditions in this study were framed in such a way that international students were 
being compared either favorably (i.e., the positive condition) or unfavorably (i.e., the symbolic 
and realistic threat conditions) with non-international students. As explained earlier in the 
paragraph about self-concept clarity, exposure to the priming articles may have prompted 
students to engage in an automatic social comparison (i.e., one wherein participants compared 
their outcomes in a given domain to those of the students described in the article).If the outcome 
of such a self-comparison were favorable,  then this might explain the pattern of scores showing 
an increase. In contrast, those in the neutral condition did not have any novel comparative group 
information to use in making such a self-comparison thus having to rely only on their 
accumulation of past experiences, and this might explain their pattern of lower scores. Since 
several of the explanations discussed above hinge on the mental processing of the study by 
participants, follow-up research should be conducted wherein exploration of such mental 
processes is a component of the study design (e.g., through use of qualitative questions). 
 Research limitation. Strengths of this research include the use of sampling with 
roughly equal groups per priming condition, a conceptual replication design, and the use of 
established measures. However, a limitation of this study is that selection bias may have been at 
play. An examination of student goals for study abroad offers powerful insights into the 
composition of this study sample. When asked about goals for study abroad (on a 5-point Likert 
scale where 5 = Completely because of this reason), about 73% chose the midpoint or above for 
foreign language mastery, roughly 78% picked the midpoint or above for wanting to have more 
freedom and be independent, and approximately 58% of the sample mentioned planning to 
immigrate to Canada in the future. Proportions such as these indicate that this sample comprised 
individuals who may have a special set of personality characteristics (e.g., higher levels of 
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optimism, openness to change, and curiosity). An examination of item scores on questionnaires 
used in the study provides initial support for this claim. Roughly 87% of the sample mentioned 
they try to be positive often or almost always. Nearly two-thirds of the sample selected almost 
always or often in response to the statement “I can make major changes in my life when I need 
to”. Six tenths of the sample indicated disagreement with the statement “I feel uncomfortable to 
adjust to new cultural values.”. Since potential participants can choose which studies to partake 
in for research credit, it may be the case that thriving international students self-selected to do 
this study due to their personality characteristics, and less well-adjusted students may have opted 
for a study which required less self-reflection.  
 Chapter Summary 
In Chapter 4, all relevant details concerning Study 3 are provided. Study 3 was designed 
to expand on the hypotheses from Study 2 (i.e., by also looking for mean differences across 
conditions in self-concept clarity and religion self-concept) and to explore whether state self-
views of international students are influenced significantly by resilience and acculturative stress. 
As with Studies 1 and 2, gender differences were tested for in an aim for cross-study consistency, 
and a few auxiliary analyses were conducted where applicable. To facilitate reader 
comprehension, relevant literature from Study 2 was summarized, and additional information 
was provided about novel components of Study 3 (i.e., religion self-concept, self-concept clarity, 
and the positive non-threat condition). The findings indicated that mean scores on academic self-
views, general self-views, religion self-views, and self-concept clarity did not differ significantly 
across priming conditions. Additionally, the pattern of gender differences partially replicated 
findings from Study 2. Lastly, resilience did not moderate the relationship between priming 
WHO I AM IS SHAPED BY MY PAST AND IMPACTS MY FUTURE           170 
 
condition and self-views, but there was evidence to suggest that the interaction of acculturative 
stress with the positive non-threat condition significantly predicted general self-concept.  
In moving from Study 3 to Study 4, there is a shift away from exploring the role of self-
views variables as outcomes towards seeing how these variables function as predictors. The 
reason for this shift in focus is because the goal of this set of dissertation studies was to situate 
self-views within a nomological network. Another distinction between Studies 3 and 4 is that in 
Study 4 the focus once again becomes on comparing between groups of international, Canadian 
born, and immigrant students as compared to focusing solely on international students. This shift 
was deemed necessary given that self-views research often takes place at the superordinate level 
of undergraduate students. Examining subgroups and conducting comparative analyses enables 
understanding of the extent of generalizability versus specificity of obtained findings.  In the 
chapter below, Study 4 details will be discussed and elaborated upon. 
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Chapter 5                                                                                                                                           
Study 4: Self-Views in Relation to Academic and Non-Academic Criterion Variables:                        
A Comparison across International, Immigrant, and Canadian born Undergraduates 
  Introduction 
In Study 4, the aim was to explore how self-views variables (i.e., self-esteem, self-concept, 
and self-concept clarity) are associated with life satisfaction and academic variables, and to 
determine whether strength of prediction via regression differs based on the student group to 
which one belongs (e.g., immigrant student). Study 4 is like the other studies discussed because 
it also focuses on the measurement of self-views amongst undergraduate students. As with Study 
1, different domains of self-concept are explored in this study. As with Studies 2 and 3, the 
extent to which intervening variables influence self-perceptions is explored, as well as there is an 
emphasis on measuring self-esteem. Study 4 is distinct from the other studies in the following 
ways. 
First, Study 1 was primarily exploratory with the aim of determining whether differences 
exist between diverse groups. In contrast, Study 4 was based on the premise that group-based 
differences do exist (i.e., based on findings from Study 1 which showed differences in the 
domains of mathematics, verbal, and academic self-concept, see sections 2.3.3. and 2.3.4.), and 
based on these differences, prediction of specific criterion variables by self-concept domains is 
expected to show variation across groups. Second, Studies 2 and 3 were focused on exploring 
self-views variables (i.e., general self-concept, self-esteem, self-concept clarity, and specific self-
concepts, such as, academic self-concept) as criterion variables, and seeing the role that 
moderators (i.e., acculturative stress and resilience) play in threat contexts. In contrast, Study 4 
involves examining how self-views variables predict relevant criterion variables. Last, Study 4 
addresses a key gap in the literature, which is the lack of studies exploring both self-concept 
content and structure in the same study (Roccas, Sagiv, Oppenheim, Elster, & Gal, 2014).  
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 In the following subsections, relevant literature on specific self-concept domains (i.e., 
academic, math, verbal, and general), self-esteem, self-concept clarity (i.e., a structural 
component of self-concept), and associated non-academic and academic variables in key 
domains (e.g., academic achievement) are succinctly presented and hypotheses are derived. In 
some instances, there may be certain criterion variables which are discussed in relation to given 
predictor variables (e.g., self-concept clarity and life satisfaction), but the same predictor may 
not be discussed in relation with other criterion variables (e.g., self-concept clarity and verbal 
achievement). The reason behind this decision is because insufficient literature exists to make a 
firm prediction. In such cases, the relationship will still be tested (e.g., Is self-concept clarity a 
significant predictor of verbal achievement?), but the test is exploratory in nature. Findings from 
exploratory analyses (i.e., auxiliary analyses) will be presented in Appendix D. Also, for the sake 
of demonstrating discriminant validity, a few predictions will be made as to which self-concept 
domains should not predict key criterion variables, and these predictions stem from the 
correlational findings of Study 1. In the subsections below, relevant literature is reviewed, and 
hypotheses are specified. It should be noted that the data gathered in this study are cross-
sectional in nature and causal claims cannot be made. As such, the use of terms such as criterion 
and predictor are used primarily for the sake of illustrating the regression models tested and are 
not meant as indicative of causal ordering. More information about this topic is discussed in 
section 5.1.7. after relevant literature is reviewed.  
 Academic self-concept.  The relationship between academic self-concept  
and academic outcomes has been documented (e.g., Ghazvini, 2011; Marsh & Martin, 2011). A 
study from Tehran using high schoolers found that academic self-concept was predictive of 
scores in mathematics and literature, and that academic self-concept was a better predictor of 
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these variables than overall self-concept (Ghazvini, 2011). Such a finding is consistent with 
findings from literature reviewed by Marsh and Martin (2011) which also showed that academic 
self-concept predicted academic achievement. Just as academic self-concept has been shown to 
predict academic achievement, so too has research shown that this self-concept predicts 
academic motivation (e.g., Guay, Ratelle, Roy, & Litalien, 2010).  In keeping with such findings, 
it is predicted that:  
H1: Academic self-concept will be a positive predictor of achievement (i.e., GPA). 
H2: Academic self-concept will be a positive predictor of academic motivation. 
Although academic self-concept directly predicts academic achievement (e.g., Marsh & 
Martin, 2011), some evidence suggests that a third variable may mediate the relation (e.g., 
Khalaila, 2015; Guay et al., 2010). To elaborate, one study using Israeli university students 
demonstrated that test anxiety negatively mediated and academic motivation positively mediated 
the self-concept achievement link in the academic domain (Khalaila, 2015). Other research using 
a sample of Canadian high school students has also found support for academic motivation as a 
mediator (Guay et al., 2010). To assess the replicability of academic motivation as a mediator, 
the current conjecture was made:  
H3: The prediction of GPA by academic self-concept will be mediated by academic 
motivation.  
Some research has shown that the prediction of academic achievement by academic self-
concept may differ based on whether one is an immigrant or a non-immigrant (Areepattamannil 
& Freeman, 2008). This research showed that while academic self-concept was predictive of 
academic achievement for both immigrant and non-immigrant adolescents, the magnitude of the 
regression coefficient was higher amongst the non-immigrant group. Also, the research from 
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Study 1 showed that international students displayed relatively lower levels of academic self-
concept than students who were immigrants or Canadian born, whereas the other two groups had 
comparable levels. Given that academic self-concept is predictive of academic achievement (e.g., 
Marsh & Martin, 2011), and that international students had the lowest levels in Study 1, it is 
reasonable to posit that academic self-concept would be a weaker predictor of academic 
achievement for international students. In further support of this assertion, evidence has shown 
that students value school more when self-concepts tied to academic domains are higher 
(Schutte, Zimmerman, & Koller, 2017), and as such it may be the case that having a lower self-
concept in a given domain may contribute to poorer achievement as a consequence of lack of 
interest. Combining these past findings, it was predicted that:  
H4a: Academic self-concept will be a weaker positive predictor of GPA for international 
students than Canadian born or immigrant students.  
H4b: The prediction of GPA by academic self-concept will be comparable between 
immigrant and Canadian born students (i.e., the regression coefficients of prediction will 
not significantly differ between groups).  
Last, few studies have directly explored how self-concept clarity operates in the context 
of predicting academic outcomes (e.g., Raines & Lewandowski, 2009; Thomas & Gadbois, 
2007; Gadbois & Sturgeon, 2011). Some research has demonstrated that having higher levels of 
self-concept clarity prevented individuals from engaging in activities such as academic self-
handicapping (Thomas & Gadbois, 2007), and promoted adjustment to university (Raines & 
Lewandowski, 2009). While this evidence suggests that self-concept clarity has positive effects 
in the academic domain, researchers have also shown that self-concept clarity either was a 
negative (Thomas & Gadbois, 2007), or non-significant predictor (Gadbois & Sturgeon, 2011) of 
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test grades. Given these discrepant findings, the relationship between self-concept clarity and 
achievement remain unclear, and the nature of this relationship will be explored in this study.  
 Verbal self-concept.  Some researchers have documented the relation between 
verbal self-concept and criterion variables in the verbal domain (e.g., Arens et al., 2014; 
Drysdale & Milne, 2004; DeFreitas & Rinn, 2013; Möller, Pohlmann, Köller, & Marsh, 2009). 
Research using German preadolescents has demonstrated that verbal self-concept (i.e., reading 
self-concept) significantly predicts verbal achievement (i.e., reading comprehension; Arens et al., 
2014). Additionally, research using adolescents has found that verbal self-concept correlates 
strongly with English subject achievement (Drysdale & Milne, 2004), and research with 
university students has demonstrated that verbal self-concept positively predicts overall GPA 
(DeFreitas, & Rinn, 2013). Lastly, meta-analytic findings based on samples of students in higher 
education has shown verbal self-concept and verbal academic performance to be closely linked 
(Möller et al.,2009). While Moller et al. (2009) found that verbal achievement predicted verbal 
self-concept, other meta-analytic work has shown that verbal self-beliefs predict verbal 
achievement (Valentine, DuBois, & Cooper, 2004) which supports the idea that each variable 
mutually influences the other.  
As can be seen, past studies have used constructs such as reading comprehension and 
overall GPA as outcome measures of verbal achievement. In this study, psychology grade was 
considered as the proxy for verbal achievement. Psychology grade serves as a good proxy for the 
following reasons. Firstly, in their meta-analytic work on the achievement-self-belief link, 
Valentine et al. (2004) found that prediction of achievement is strengthened when the 
achievement area assessed and the type of self-belief match. On this basis, the best criterion 
measure for verbal self-concept would be a subject score (e.g., English or language of country 
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one is in), and in contrast a weaker outcome to use would be overall GPA. Psychology grade is 
less broad than overall GPA, and as such, given that a link has been found between verbal self-
concept and overall GPA, it is reasonable to expect a link between this form of self-concept and 
psychology grade.  
A second reason why using psychology grade is a good approach is because recruitment 
for this study is from the undergraduate psychology participant pool, and as such all participants 
were enrolled in the Psychology 1000 course. This implies that given participant approval for 
obtaining course grades, it was possible to have access to data on this outcome measure for all 
participants. In contrast, for another subject, such as English, there is no guarantee that many of 
the participants will be enrolled in that subject. A final reason for using psychology grade is 
because when English literature is compared against psychology, evidence suggests that a shared 
feature is that both focus on themes tied with “human nature and existence” (Aras, 2015, p. 256). 
Such evidence suggests that research findings in subjects or areas tied with English could 
possibly extrapolate to fields such as psychology. Given the findings described above and the 
rationale for using psychology grade as a verbal criterion measure, the following conjecture was 
made:  
H5: Verbal self-concept will be a positive predictor of psychology grade. 
The prediction of verbal achievement by verbal self-concept may vary as a function of 
the group one is a member of. Some research has found that verbal self-concept predicted 
English GPA for both immigrant and non-immigrant adolescents, but the regression coefficient 
was higher for non-immigrants (Areepattamannil & Freeman, 2008). With respect to 
international students, findings based on a qualitative multi-university study in Canada has 
suggested that these students struggle in the verbal domain, especially with respect to tasks such 
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as writing essays and sought to improve their English skills (Pidgeon & Andres, 2005). One 
implication is that international students may have poorer academic performance, and this 
assertion has credence as one focus group participant mentioned that despite effort input, the 
essay grade received was not as high as desired (Pidgeon & Andres, 2005). Also, in Study 1, it 
was demonstrated that international students had relatively lower verbal self-concept scores than 
students who were non-international. As mentioned in the section above on academic self-
concept predicting academic criterion variables, past literature has shown that when scores on 
academic-based self-concept domains are higher, this corresponds with greater valuing of school 
(Schutte et al., 2017). Consequently, having lower verbal self-concept could lend to poorer 
achievement due to an undervaluing of academics. Considering these findings, the following 
conjecture is made: 
H6: Verbal self-concept will be a stronger positive predictor of psychology grade for 
immigrants and Canadian born students as opposed to international students.  
 Math self-concept.  Some research has demonstrated a relationship between math 
self-concept and criterion variables associated with math (e.g., Bandalos, Yates, & Thorndike-
Christ, 1995; Ahmed, Minnaert, Kuyper, van der Werf, 2012). In a structural equation modelling 
study of undergraduate students in the United States, it was found that math self-concept was a 
negative predictor of general and statistics test anxiety, and a positive predictor of achievement 
(Bandalos et al., 1995). Also, in recent research with a sample of 7th graders, Ahmed et al. (2012) 
tested the relationship between math self-concept and math anxiety and found that while both 
had predictive effects on the other variable, math self-concept was a much stronger predictor of 
math anxiety than vice versa. Per these findings, it was postulated that:  
H7: Math self-concept will be a negative predictor of math anxiety.  
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With respect to math anxiety, group-based differences have been documented in the past. 
Some research has shown that international students are less anxious and more confident in the 
domain of mathematics than non-international students (e.g., Baharun & Porter, 2009), whereas 
other research has found international students to have higher statistics anxiety (Bell, 2008a; 
2008b). Also, the Organization for Economic Co-operation and Development has compared 
immigrants with non-immigrants in terms of levels of math anxiety and has shown that 
immigrant students are more anxious about mathematics, but that immigrant students also have 
higher math self-concept (Stanat & Christensen, 2006). Such findings suggest that while math 
self-concept is expected to negatively predict math anxiety across the groups, it is difficult to 
ascertain how prediction will differ across groups. 
 General self-concept and self-esteem.  The relationship between general self-
views (i.e., self-esteem and self-concept) and criterion variables such as well-being or life 
satisfaction has been documented (e.g., Chang et al., 2003; Diener & Diener, 2009; Parker, 
Martin, & Marsh, 2008). In a sample of adolescents from China, Chang et al. (2003) 
demonstrated that general self-concept not only positively correlated with life satisfaction, but it 
also was a positive predictor of life satisfaction. Work by Parker et al. (2008) has provided 
corroborating support for the positive correlation between general self-concept and life 
satisfaction with a sample of higher education students in Australia. As for self-esteem, in a 
study using students from over 30 nations, Diener and Diener (2009) demonstrated that self-
esteem and life satisfaction were moderately correlated. Furthermore, self-esteem has been 
documented as a positive predictor of life satisfaction (e.g., Chen, Cheung, Bond, & Leung, 
2006). Based on the notion that such robust findings should replicate, the following hypothesis is 
presented:  
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H8: General self-concept and self-esteem will be a positive predictors of life satisfaction.   
With respect to group differences in well-being outcomes, Canadian research has found 
that most immigrant groups are happier than their counterparts in home countries (Frank, Hou, & 
Schellenberg, 2016). Additionally, aside from some immigrant groups who are less satisfied due 
to personal factors (e.g., feeling discriminated against), most immigrant groups feel comparable 
levels of life satisfaction to those who are Canadian born (Frank et al., 2016). These findings are 
supported by more current research which has shown that recent immigrants are far more likely 
to report better mental health than their Canadian born counterparts, whereas immigrants who are 
more established report mental health scores which are more comparable to those who are 
Canadian born (Salami et.al, 2017). Additionally, general self-concept levels did not vary as a 
function of student group in the research presented in Study 1 (i.e., international students, 
Canadian born students, and immigrant students had comparable levels of general self-concept). 
Given that general self-concept was consistent across groups, and that general self-concept 
(which is inclusive of self-esteem; Baumeister, 2005) predicts life satisfaction, this may suggest 
that across groups, prediction might not vary. Considering these findings, the following 
postulation was made: 
H9: The prediction of life satisfaction by general self-concept or general self-esteem is  
not expected to significantly differ based on whether one is classified as an immigrant 
student, Canadian born student, or an international student (i.e., the regression coefficient 
is not expected to significantly differ). 
 Self-concept clarity.  Many researchers have explored the relationship  
between self-concept clarity and well-being (e.g., Diehl & Day, 2011; Usborne & Taylor, 2010; 
Hanley & Garland, 2017). In one study, when life satisfaction and lack of negative affect were 
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used as indicators of well-being, higher levels of self-concept clarity were found to be predictive 
of well-being (Usborne & Taylor, 2010). Other research has shown that when self-concept 
clarity (SCC) and self-concept differentiation (SCD; i.e., the extent to which one holds multiple 
fragmented self-concept components) were explored in conjunction, it was found that the highest 
levels of psychological well-being (PWB) were evidenced in those with low SCD and high SCC. 
These individuals had the greatest positive PWB and least negative PWB (Diehl & Day, 2011). 
In contrast, having high SCD and low SCC was associated with the least positive PWB and the 
greatest negative PWB (Diehl & Day, 2011). Hanley and Garland (2017) also found evidence 
that self-concept clarity positively predicted psychological well-being. Given this research, it is 
expected that the association between self-concept clarity and well-being (measured using a life 
satisfaction scale) is replicable, and this hypothesis will be tested: 
 H10: Self-concept clarity will be a positive predictor of life satisfaction. 
 Establishing discriminant validity: Conjectures about which self-concept 
domains should not predict outcomes.  The hypotheses presented in the earlier subsections all 
serve to demonstrate how a given self-concept domain or self-concept structural component 
(i.e., self-concept clarity) should relate to (i.e., be a statistical predictor of) a given criterion 
variable. In most cases, the predictor variable matches the criterion variable in terms of domain 
(e.g., academic self-concept and academic achievement or math self-concept and math anxiety). 
Just as it is important to identify whether variables are associated and can serve as significant 
predictors of outcomes, so too is it important to determine cases of when variables should be 
unrelated and are non-significant predictors. To determine which self-concept domains should 
not be predictive of criterion variables in academic (i.e., math anxiety, psychology grade, and 
GPA) or non-academic (i.e., life-satisfaction) domains, the patterns of correlations across self-
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concept domains from Study 1 were referenced. For the sake of parsimony and to keep survey 
length manageable, predictions were only made about two other self-concept domains. A 
prediction was made only if the selected self-concept domain did not correlate with a key 
domain (e.g., verbal self-concept) across all three student groups. 
H11: Same sex self-concept will not significantly predict GPA (an outcome tied with 
academic self-concept), math anxiety (an outcome tied with math self-concept) or 
psychology grade (an outcome tied with verbal self-concept). 
H12:  Honesty self-concept will not significantly predict life satisfaction (an outcome tied 
with general self-concept). 
 A note about causality. In the subsections above, the hypotheses which are 
outlined are presented as paths from self-views variables (i.e., self-concepts, self-esteem, self-
concept clarity) to non-self-views variables (i.e., GPA, psychology grade, academic motivation, 
math anxiety, life satisfaction). This said, it should be acknowledged that paths can be drawn 
from non-self-views variables to self-views variables as well (e.g., earning a high grade point 
average could feed forward into the development of a strong academic self-concept). Past 
researchers have found evidence for mutual causality between academic self-concept and 
academic achievement. To illustrate, Marsh and Martin (2011) have reviewed literature that has 
shown that academic self-concept is predictive of GPA measured at a later time point, and that 
GPA is predictive of academic self-concept measured at a later time point. Similarly, there is 
some evidence to suggest that increases (decreases) in life satisfaction may lead to higher (lower) 
levels of self-esteem (Proctor, Linley & Maltby, 2009). For example, life events that people 
experience such as job loss can contribute to decline in how satisfied one is with life which in 
turn could result in a reduction of self-esteem levels (Proctor et al., 2009). These points 
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considered, it is emphasized that the goal of this study is not to test for causality or to argue for a 
unidirectional causal order from self-views to other variables.   
This said, a conscious decision was made to tests associations from self-views variables to 
other variables after careful consideration of the variables utilized and study design. To start, the 
data gathered in this study are not multi-wave longitudinal data as used in causal order testing 
studies (Marsh & Martin, 2011). Specifically, both the self-views variables and the non-self-
views variables are not measured at two time points. Instead in this dataset, most data were 
gathered at the time of questionnaire administration (with the exception of GPA and psychology 
grade; see Methods section). Also, since GPA and psychology grade are collected at a later point 
than the self-views measures, this suggests a temporal order (albeit a short time interval) wherein 
self-perceptions precede behavioural variables. To add, with respect to math self-concept and 
math anxiety, past reciprocal testing has indicated math self-concept to be a much stronger 
predictor of math anxiety than the alternative directional path tested (Ahmed et al., 2012). 
Furthermore, a review of literature on self-esteem has suggested that self-esteem promotes more 
happiness (i.e., life satisfaction; Baumeister, Campbell, Kreuger, & Vohs, 2003), and 
consistently emerges as a strong predictor, while specifying that longitudinal research is needed 
to verify the robustness of this claim. In the absence of multi-wave longitudinal data, given the 
past literature reported, and taking into consideration that some variables were collected at a later 
time point, it was decided that framing regression analyses using self-views as predictor 
variables was justified. 
 Method 
 Participants.  First year undergraduate students at Western University signed up 
through the psychology undergraduate participant pool to participate in this study. The goal was 
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to recruit 350 participants with an end goal of having roughly 100 participants each who were 
international, immigrant, and Canadian born after exclusions on the basis of factors such as 
failed attention checks. A total of 312 responses were logged onto the Qualtrics system, and a 
total of 22 respondents were excluded for having very minimal to no completion. An additional 
13 participants were excluded due to failed attention checks on 2 or more out of 3 attention 
check questions.  10 responses were excluded for participants not being in the 1st year of 
undergraduate study. Also, six responses were excluded due to multiple responses by the same 
participant/data quality concerns not captured by outlier check. Data were inspected to determine 
whether any of the key study variables had outliers (i.e., if a value deviated greater than ± 2.5 
standard deviations from the mean). Less than 5% of the cases exceeded the ± 2.5 cut-off for a 
key variable so a decision was made to retain all outlying cases. As an added safeguard, 
consistent with Study 1, because this study was conducted in an online setting, a decision was 
made to consider and exclude outliers on the basis of completion time. Based on careful 
consultation and consideration, participants who completed the questionnaire in under 10 
minutes or who took longer than two hours were excluded (N = 25). Upon exclusion of all these 
responses, the final dataset used in analyses included 236 participants. Please refer to Table 34 
for a breakdown of the demographic constitution of the full set as well as the immigrant, 
international, and Canadian born subsets. 
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Table 34 
Key Demographics across Full Dataset and Subgroup Data 
Variable Full Set (N=236) Canadian born (N=90)  Immigrant (N=83) International (N=63) 
Gender 78 men,157 women, 1 other 24 men, 66 women 33 men, 50 women 21 men, 41 women, 1 other 
(human) 
Age Ranges from 16-30, mode = 
18 
Ranges from 18-20, mode 
= 18 
Ranges from 17-30, mode = 18 Ranges from 16-21, mode = 
18 
Academic 
Faculty 
100 Science, 92 Social 
Science, 25 Health Science, 
7 Arts and Humanities,7 
Information & Media 
Sciences, 2 Schulich 
Medicine & Dentistry, 2 Don 
Wright Faculty of Music, 1 
Affiliate 
46 Science, 26 Social 
Science, 12 Health 
Science,2 Arts & 
Humanities, 2 Schulich 
Medicine & Dentistry, 1 
Information & Media 
Studies, 1 Don Wright 
Faculty of Music 
41 Science, 26 Social Science, 11 
Health Science,2 Arts & Humanities, 
2 Information & Media Studies,1 
Don Wright Faculty of Music 
1 Affiliate, 40 Social 
Science, 13 Science,3 Arts 
& Humanities,2 Health 
Sciences,4 Information & 
Media Studies 
Ethnicity 75 White, 87 Chinese, 32 
South Asian, 15 Black, 2 
Filipino, 6 Latin American, 4 
Southeast Asian, 10 Arab, 3 
West Asian, 7 Korean, 8 
Other 
63 White,11 Chinese, 9 
South Asian, 1 Black, 1 
Filipino, 2 Latin American, 
3 Southeast Asian, 2 Arab, 
1 West Asian, 2 other 
(Caribbean and not 
specified) 
 
10 White, 25 Chinese, 20 South 
Asian, 11 Black, 1 Filipino, 3 Latin 
American, 1 Southeast Asian, 5 
Arab, 2 West Asian, 7 Korean, 3 
other (jewish, mix, not specified) 
 
2 White, 51 Chinese, 3 
South Asian, 3 Black, 1 
Latin American, 3 Arab, 3 
other (east Indian, Nepali, 
White mid-east)  
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Table 34 (continued) 
Variable Full Set (N=236) Canadian born (N=90) Immigrant (N=83) International (N=63) 
First Language 
other than 
English  
 
124 Yes, 112 No 11 Yes, 79 No 56 Yes. 27 No 57 Yes, 6 No 
Visible 
Minority 
 
100 Yes, 135 No 20 Yes, 69 No 56 Yes, 27 No 24 Yes, 39 No 
Relationship 
Status 
174 not in a 
relationship,26 in a 
relationship with an 
international student, 
36 in a relationship 
with a domestic 
student 
72 not in a relationship.18 in a 
relationship with a domestic 
student 
 
65 not in a relationship.4 in a 
relationship with an 
international student; 14 in a 
relationship with a domestic 
student 
 
37 not in a relationship,22 
in a relationship with an 
international student,4 in 
a relationship with a 
domestic student 
 
Friendship 
Circle 
Composition  
17 all same culture 
friends, mostly same 
culture friends, 109, 77 
even mix of same and 
different culture 
friends, 26 mostly 
different culture 
friends, 7 all different 
culture friends 
7 all same culture friends,40 
mostly same culture friends, 
33 even mix of same and 
different culture friends, 8 
mostly different culture 
friends, 2 all different culture 
friends 
2 all same culture friends, 28 
mostly same culture friends, 
32 even mix of same and 
different culture friends, 17 
mostly different culture 
friends,4 all different culture 
friends 
8 all same culture friends, 
41 mostly same culture 
friends, 12 even mix of 
same and different culture 
friends, 1 mostly different 
culture friends, 1 all 
different culture friends 
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 Measures. Some of the shortened measures used in Study 3 were also used in 
Study 4.  Specifically, these measures are the Balanced Inventory of Desirable Responding 
(BIDR-16; Hart et al., 2015), Self-Description Questionnaire for Late Adolescents (SDQ-III; 
Marsh & O’Neill, 1984), Rosenberg Self-Esteem Scale (RSE; Rosenberg, 1965), and the Self-
Concept Clarity Scale (SCC; Campbell et al.,1996). It should be noted that in this study, the 
following self-concept domains were examined: general, verbal, math, academic, same-sex, and 
honesty. For the measures which did not overlap between Studies 3 and 4, a decision was once 
again made to examine whether any modifications could be made for the sake of parsimony and 
effectiveness. In the descriptions of the scales below, information is provided about how many 
items were excluded from the scales and the reasoning behind deletions, as well as information 
about whether any items were reworded. 
5.2.2.1. Academic criterion measures.  Two academic outcomes were measured in this 
research, and these are academic motivation and academic achievement. These were selected as 
outcomes because academic self-concept has been found to predict these variables in past 
research (e.g., Marsh & Martin, 2011; Guay et al., 2010). To measure academic motivation, the 
effort subscale from the Academic Motivation Inventory (Tremblay, 1998) measure was used. 
The effort subscale items are available at 
https://www.collectionscanada.gc.ca/obj/s4/f2/dsk3/ftp04/nq31110.pdf This scale comprises 
eight items which were scored as 1 = Completely False to 5 = Completely True, and in two 
validation samples, high reliability was documented (α = .89, .91; Tremblay, 1998). A sample 
item reads as follows: I devote a lot of time to my homework. Academic achievement is the 
second outcome. Academic achievement was measured by obtaining the grade point average for 
a student at the end of the academic cycle (i.e., at the end of the September-April term). This 
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information was collected through the Office of the Registrar, and every effort was taken to 
preserve the confidentiality of the participants. GPA was used as a measure of academic 
achievement because GPA has been listed amongst the most frequently used indicators of 
academic success (York, Gibson, & Rankin, 2015).  
5.2.2.2. Verbal criterion measure. To assess achievement in the verbal domain, the  
psychology grade of students was obtained. As described earlier in Section 5.1.2, psychology 
grade was considered a good proxy for verbal achievement because of the overlap between 
verbal subjects (e.g., literature) and psychology (Aras, 2015), and the ability to measure the 
outcome for all participants given approval (i.e., all participants in the study are enrolled in 
Psychology 1000 and receive a psychology grade). Also, not all students may be taking an 
English course to have an English grade, so the use of psychology grade would be a closer fit 
than the use of GPA (a broader construct). The psychology grade of participants was collected 
through the Office of the Registrar, and every effort was taken to preserve the confidentiality of 
the participants. 
5.2.2.3. Math anxiety. To assess math anxiety, the Abbreviated Math Anxiety Scale 
(AMAS; Hopko, Mahadevan, Bare, & Hunt, 2003) was used. This measure comprises nine items 
and two factors (i.e., Learning Anxiety and Evaluation Anxiety) which are scored from 1 = Low 
Anxiety to 5 = High Anxiety. A sample Learning Anxiety item is as follows: “Listening to a 
lecture in math class.” A sample Evaluation Anxiety item is as follows: “Thinking about an 
upcoming math test 1 day before.” This measure has been shown to have good reliability (full 
scale α = .90, subscales .85 and .88; Hopko et al., 2003). Test-retest reliability estimates for the 
full scale and subscales ranged from r = .78 to .85 (Hopko et al., 2003). 
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In confirmatory factor analytic research, Vahedi and Farrokhi (2011) found evidence to 
support the two-factor structure in Hopko et al (2003), and also found good reliability (full scale 
α = .82; Learning Anxiety α = .75; Evaluation Anxiety α= .79). In terms of changes made, the 
following items were not included in the questionnaire at the time of administration: “Having to 
use tables in the back of a math book” and “Listening to another student explain a math 
formula”. These questions were removed because the factor loadings for these items were lower 
than the remainder of items in previous research (Hopko et al., 2003). Additionally, the 
following item: “Being given a homework assignment of many difficult problems that is due in 
the next class meeting.” was reworded as follows for the sake of simplicity “Being given a 
difficult homework assignment that is due in the next class meeting.” The AMAS is available 
online at http://journals.sagepub.com/doi/pdf/10.1177/1073191103010002008 
5.2.2.4. Life satisfaction.  To measure life satisfaction, the 5-item Life Satisfaction  
Scale (Diener, Emmons, Larsen, & Griffin, 1985) was used. Items are scored from 1 = Strongly 
Disagree to 7 = Strongly Agree. A sample item from this measure is as follows: “In most ways, 
my life is close to the ideal”.  Diener et al. (1985) have found evidence to support the reliability 
of this measure (α = .87) as have other researchers (e.g., α range from .79-.89; Pavot & Diener, 
1993). This measure was used in its original form with no items removed. 
5.2.2.5. Demographics. To gain a better sense of the demographic composition of the  
sample, participants were asked to provide answers to a number of questions. Specifically, 
participants were requested to provide the following: gender, age, academic faculty, year of 
academic study, English proficiency, ethnicity, religiousness, first language other than English, 
minority status, type of student (e.g., international), relationship status, and friendship circle 
composition. The same demographic questions were administered to all participants. However, 
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for the samples of immigrants and international students, the following question was also asked: 
“How long have you been in Canada?” The information gathered from this measure was 
primarily used for descriptive purposes.  
 Procedure.   Participants were first year students recruited from the  
undergraduate psychology participant pool (i.e., SONA) at Western University. The study was 
conducted online and hosted through an external website (i.e., Qualtrics). Participants were 
requested to provide the following consents: a) consent to participate in study, and b) consent to 
allow the researchers to confidentially collect GPA and psychology grade. It should be noted that 
participants who consented to participating in the study were still able to do so even if they did 
not consent to the collection of GPA and psychology grade. After providing consent, participants 
were provided with a series of questionnaires in one of two orders. In order 1, participants were 
presented the survey in this sequence: Self-Description Questionnaire III for Late Adolescents 
(SDQ-III; Marsh & O’Neil, 1984), Self-Concept Clarity Scale (SCC; Campbell et al., 1996),  
Rosenberg Self-Esteem Scale (RSE; Rosenberg, 1965), Balanced Inventory of Social 
Desirability-Short Form (BIDR-16; Hart et al., 2015), Academic Motivation Inventory (AMI; 
Tremblay, 1998). Abbreviated Math Anxiety Scale (AMAS; Hopko et al.,2003), Satisfaction 
with Life Scale (SWLS; Diener et al., 1985), and answered demographic questions. In Order 2, 
the questionnaires were presented in reverse order from the SWLS scale to the SDQ-III, 
followed by demographic questions. Upon completion of the questionnaires and providing 
demographic information, participants were presented with an online debriefing form that 
provided them with additional resources as well as reminded them that if they have provided the 
researchers with consent, the Registrar’s office will be contacted to obtain their GPA and 
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psychology grade later in the academic year. Compensation was in the form of 1.0 research 
credits.  
 Results 
 Descriptive statistics of all key study measures for the full dataset are presented in Table 
35, and alpha reliabilities are reported in Table 36. Skewness and kurtosis values did not exceed 
cut-offs of SI < 3 and KI < 10 as specified by Kline (2011). Histograms are available in 
Appendix D for the study variables. Tables 37-39 present correlation matrices of the 
relationships between study variables for Canadian born, immigrant, and international students. 
Table 40 presents a correlation matrix for the full dataset. For computing correlations and t-tests, 
a pairwise deletion procedure was used, and for descriptive statistics, reliability calculations, and 
regression, listwise deletion was used. Except in a few cases for regressions (i.e., when testing 
Hypotheses 4a and 68), the reference category was Canadian born when comparing students.  
 Correlations of key study variables with social desirability were examined to see whether 
any of the correlations exceeded .80 for the full dataset or for subsets9, and none were observed. 
In the full dataset, social desirability was positively correlated with various self-concepts, self-
concept clarity, self-esteem, and academic motivation, and was negatively correlated with math 
anxiety. In each group, social desirability was positively correlated with self-concept clarity (at 
the full-scale level) and life satisfaction (for the self-deceptive enhancement subscale). There 
were some relations that were significant only for specific subgroups. Only in the Canadian 
subset was a significant negative association found between self-esteem and impression 
 
8
 For Hypothesis 4a and 6, international students were used as the reference group. These exceptions were made 
because it corresponded with what was being explored in hypotheses.  
9
 An ANOVA indicated that there were no significant differences in social desirability across groups at the full scale 
F(2, 228) = .52,  p = .594, η² = .005, or subscale levels: F(2, 229) = 1.42, p = .244, η² = .01 for impression 
management; F(2 ,231) = .57 , p =.569, η² = .005,  for self-deceptive enhancement. This finding suggests that social 
desirability is comparable across groups. 
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management. Also, only for immigrant students were significant GPA-impression management 
and psychology grade-impression management links evident. It should also be noted that in this 
study, for the international sample, social desirability at the full or subscale level correlated with 
only a few variables. However, because the sample size for this group was the smallest (n = ~ 
60), it may be that with a larger sample size, a better sense of interrelations with other variables 
would be evident.  
 Initial analytic checks. There are two important points to report about these data 
prior to presentation of results for key analyses. Firstly, in this online study, data were initially 
collected without the imposition of any delays (i.e., participants could click through the entire 
study at the pace desired). Given a concern about data quality being compromised due to 
individuals not spending enough time on the questionnaire, a decision was made to introduce 
delays into the study such that participants would see a question page for a set amount of time 
before being able to move forward to the next page. Most of the participants in this study 
completed the study with a delay introduced. To ascertain whether delay as compared to no delay 
exerted an effect on the study variables, t-tests were conducted. Similarly another check was 
done to determine whether the order in which questionnaires were presented had an impact on 
study variables. More details about these data analytic checks can be found in Appendix D. 
Given that some of the mean variable score differences between both Delay and No Delay 
conditions and Order 1 versus Order 2 varied (e.g., order differences for verbal self-concept), 
analyses were conducted wherein these variables were included as predictors to see if there were 
any changes to the findings obtained for subsequent analyses (i.e., in testing main links). 
Findings from these analyses are reported as footnotes in the subsequent sections. 
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Table 35 
Descriptive statistics for the full dataset 
Variable K N Mean Standard 
Deviation 
Skew Kurtosis Range Scale 
Midpoint 
Math Self-Concept 10 229 46.47 13.77 -0.67 0.02 10-70 35 
General Self-Concept 12 218 57.47 13.87 -0.42 0.05 12-83 42 
Verbal Self-Concept 10 225 45.80 8.90 -0.01 -0.40 24-68 35 
Academic Self-Concept 10 228 49.15 8.61 0.03 -0.51 25-70 35 
Same-Sex Self-Concept 10 232 50.60 8.95 -0.38 0.55 21-70 35 
Honesty Self-Concept 12 229 61.33 9.53 -0.28 -0.10 30-83 42 
Self-concept Clarity 10 233 29.73 8.08 0.08 -0.47 12-50 25 
Self-Esteem 10 235 46.43 11.58 -0.15 -0.41 15-70 35 
Life Satisfaction 5 236 21.63 6.40 0.05 -0.58 5-35 17.5 
Math Anxiety (AMAS) 7 235 20.65 5.91 0.19 -0.45 7-35 17.5 
AMAS_eval 4 236 14.56 3.75 -0.47 -0.47 4-20 10 
AMAS_learn 3 235 6.07 2.96 0.88 0.11 3-15 7.5 
Social Desirability 
(SD)                              
14 231 54.21 9.64 
-.054 .16 
26-79 49 
SD_SDE 7 234 27.21 6.59 .24 .16 9-47 24.5 
SD_IM 7 232 27.07 6.34 .15 .16 13-42 24.5 
Academic Motivation 8 228 29.11 6.09 -.21 -.62 14-40 20 
GPA  227 77.27 9.48 -0.51 0.47 40-98  
Psychology Grade  223 76.99 11.41 
-0.54 -0.45 
40-
96.2 
 
Note. K = number of items; N = sample size, AMAS_eval = Math Evaluation Anxiety; AMAS_learn = Math Learning Anxiety 
SD-SDE = Self-Deceptive Enhancement subscale of Social Desirability Scale; SD-IM = Impression Management subscale of 
Social Desirability Scale. The median for GPA is 77.80 and for Psychology grade the median is 80.00. 
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Table 36 
Reliabilities for Full Dataset and Subsets 
Variable  Number of 
Items 
Full Sample 
(N) 
Canadian born 
(N) 
Immigrant 
(N) 
International 
(N) 
Math Self-Concept 10 .94(229) .95(88) .95(80) .90(61) 
General Self-Concept  12 .95(218) .96(85) .96(79) .92(54) 
Verbal Self-Concept 10 .82(225) .83(88) .82(78) .77(59) 
Academic Self-Concept 10 .88(228) .87(86) .86(82) .90(60) 
Same-Sex Self-Concept 10 .83(232) .88(88) .78(82) .81(62) 
Honesty Self-Concept 12 .79(229) .78(86) .83(81) .68(62) 
Self-concept Clarity 10 .87(233) .87(89) .89(83) .85(61) 
Self-Esteem 10 .89(235) .93(90) .90(83) .79(62) 
Life Satisfaction 5 .86(236) .89(90) .84(83) .77(63) 
Math Anxiety (AMAS) 7 .87(235) .88(90) .87(83) .81(62) 
AMAS_eval 4 .83(236) .80(90) .84(83) .81(63) 
AMAS_learn 3 .87(235) .91(90) .86(83) .75(62) 
Social Desirability (SD)                               14 .68(231) .65(89) .75(82) .63(60) 
SD_SDE 7 .72(234) .73(90) .80(82) .59(62) 
SD_IM 7 .64(232) .64(89) .72(83) .55(60) 
Academic Motivation 8 .86(228) .85(87) .87(82) .75(59) 
Note. N = sample size; AMAS_eval = Math Evaluation Anxiety; AMAS_learn = Math Learning Anxiety; SD-SDE = Self-
Deceptive Enhancement subscale of Social Desirability Scale; SD-IM = Impression Management subscale of Social Desirability 
Scale 
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Table 37 
Correlation Matrix for Canadian born Students 
 
 
 
Variable 1 2 3 4 5 6 7 8. 9. 
1.Math 1         
2.General -.06 1        
3.Verbal -.18 .25* 1       
4.Academic .31** .40** .43** 1      
5.Same Sex -.24* .41** .17 .20 1     
6. Honesty .11 .19 .03 .23* .02 1    
7. Self-Concept Clarity  -.18 .71** .20 .30** .48** .25* 1   
8. Self-Esteem .05 .91** .13 .46** .38** .23* .67** 1  
9. Life Satisfaction -.10 .64** .12 .38** .38** .18 .56** .65** 1 
10. Math Anxiety (AMAS) -.60** -.20 .04 -.29** -.01 -.28** -.06 -.22* -.08 
11. AMAS-eval -.48** -.19 -.02 -.30** -.07 -.21 -.06 -.22* -.13 
12. AMAS-learn -.60** -.18 .09 -.23* .05 -.29** -.04 -.17 -.01 
13.Social Desirability (SD) -.05 .32
**
 .18 .18 .15 .52
**
 .45
**
 .27
*
 .25
*
 
14. SD-Self-Deceptive 
Enhancement  
-.01 .59
**
 .22
*
 .34
**
 .36
**
 .27
*
 .71
**
 .59
**
 .50
**
 
15.SD-Impression 
Management 
-.07 -.17 .04 -.10 -.16 .48
**
 -.10 -.23
*
 -.18 
16. Academic Motivation .08 .33
**
 .01 .31
**
 .21 .31
**
 .37
**
 .31
**
 .28
**
 
17. GPA .38** .04 .02 .47** -.14 -.18 -.04 .16 .15 
18. Psychology Grade .37** -.02 .09 .42** -.18 .12 -.12 .04 .00 
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Table 37 (continued) 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Note.*p <.05, **p <.01. Sample sizes range from 81-90. 
 
 
 
 
 
 
Variable 10 11 12 13 14 15 16. 17. 18. 
10. Math Anxiety (AMAS) 1         
11. AMAS-eval .90** 1        
12. AMAS-learn .89** .60** 1       
13.Social Desirability (SD) -.21* -.17 -.21 1      
14. SD-Self-Deceptive Enhancement -.26* -.27* -.19 .74** 1     
15.SD-Impression Management -.04 .03 -.10 .69** .03 1    
16. Academic Motivation -.11 -.02 -.17 .32** .31** .12 1   
17. GPA -.30** -.25** -.28** .06 .11 -.02 .20 1  
18. Psychology Grade -.27** -.21 -.28** .03 .01 .04 .16 .88** 1 
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Table 38 
Correlation Matrix for Immigrant Students 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Variable 1 2 3 4 5 6 7 8. 9. 
1.Math 1         
2.General .27* 1        
3.Verbal -.12 .23* 1       
4.Academic .36** .49** .45** 1      
5.Same Sex .00 .08 .11 .13 1     
6. Honesty .02 .07 -.00 .06 .03 1    
7. Self-Concept Clarity  .17 .62** .17 .39** .15 .13 1   
8. Self-Esteem .36** .87** .21 .51** .19 .17 .63** 1  
9. Life Satisfaction .21 .33** .04 .26* .18 .16 .29** .43** 1 
10. Math Anxiety (AMAS) -.47** -.07 -.07 -.24* -.17 .14 -.22* -.19 .01 
11. AMAS-eval -.34** -.05 -.12 -.17 -.15 .16 -.22* -.18 -.03 
12. AMAS-learn -.51** -.08 .01 -.26* -.17 .07 -.16 -.17 .05 
13.Social Desirability (SD) .12 .42** .10 .19 .02 .37** .54** .51** .15 
14. SD-Self-Deceptive 
Enhancement 
.23* .62** .25* .41** .10 .12 .57** .65** .39** 
15.SD-Impression 
Management 
-.06 .01 -.11 -.11 -.05 .43** .24* .13 -.18 
16. Academic Motivation .24* .37** .12 .50** .04 .24* .25* .36** .33** 
17. GPA .31** .06 .21 .34** -.03 -.01 .04 .11 .14 
18. Psychology Grade .19 .01 .24* .26* -.10 -.05 -.05 .02 .06 
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Table 38 (continued) 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Note.*p <.05, **p <.01. Sample sizes range from 72-83. 
 
 
 
 
 
Variable 10 11 12 13 14 15 16. 17. 18. 
10. Math Anxiety (AMAS) 1         
11. AMAS-eval .91** 1        
12. AMAS-learn .86** .56** 1       
13.Social Desirability (SD) -.23* -.24* -.15 1      
14. SD-Self-Deceptive Enhancement -.27* -.27* -.21 .76** 1     
15.SD-Impression Management -.07 -.09 -.02 .76** .14 1    
16. Academic Motivation .03 .03 .02 .22* .31** .03 1   
17. GPA .10 -.01 -.20 -.17 .03 -.28* .30** 1  
18. Psychology Grade -.05 .02 -.12 -.18 -.01 -.26* .27* .89** 1 
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Table 39 
Correlation Matrix for International  Students 
 
Variable 1 2 3 4 5 6 7 8. 9. 
1.Math 1         
2.General .33* 1        
3.Verbal .27* .57** 1       
4.Academic .69** .49** .43** 1      
5.Same Sex .14 .51** .20 .25 1     
6. Honesty .13 .43** .15 .29* .15 1    
7. Self-Concept Clarity  .08 .52** .39** .20 .01 .24 1   
8. Self-Esteem .34** .86** .57** .46** .33* .38** .50** 1  
9. Life Satisfaction .39** .50** .37** .45** .15 .13 .29* .47** 1 
10. Math Anxiety (AMAS) -.32* -.06 .02 -.30* .08 -.02 -.21 -.12 -.08 
11. AMAS-eval -.24 -.02 .10 -.13 .19 .07 -.22 -.04 -.05 
12. AMAS-learn -.30* -.09 -.11 -.42** -.11 -.15 -.12 -.19 -.09 
13.Social Desirability (SD) -.02 .26 .15 .09 -.08 .53** .49** .22 .22 
14. SD-Self-Deceptive 
Enhancement 
.08 .42** .42** .12 .05 .35** .61** .42** .33** 
15.SD-Impression 
Management 
-.10 .03 -.19 -.02 -.08 .54** .22 .01 .05 
16. Academic Motivation .33* .40** .32* .33* .23 .49** .22 .38** .10 
17. GPA .42** .06 .08 .47** -.05 .04 .00 .13 .31* 
18. Psychology Grade .22 .17 .12 .38** -.02 .15 .05 .19 .28* 
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Table 39 (continued) 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Note.*p <.05, **p <.01. Sample sizes vary from 48-63. 
 
 
 
 
 
 
Variable 10 11 12 13 14 15 16. 17. 18. 
10. Math Anxiety (AMAS) 1         
11. AMAS-eval .91** 1        
12. AMAS-learn .77** .43** 1       
13.Social Desirability (SD) .02 -.02 .07 1      
14. SD-Self-Deceptive Enhancement .02 -.00 .06 .81** 1     
15.SD-Impression Management -.06 -.09 .01 .81** .31* 1    
16. Academic Motivation -.00 .08 -.11 .19 .20 .12 1   
17. GPA -.31* -.25* -.29* -.21 -.21 -.15 .26* 1  
18. Psychology Grade .11 -.06 -.15 -.13 -.16 -.05 .34* .83** 1 
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Table 40 
Correlation Matrix for Full Study 
 
 
 
 
Variable 1 2 3 4 5 6 7 8. 9. 
1.Math 1         
2.General .14* 1        
3.Verbal -.07 .31** 1       
4.Academic .41** .45** .46** 1      
5.Same Sex -.08 .32** .19** .24** 1     
6. Honesty .08 .20* .08 .22** .08 1    
7. Self-Concept Clarity  .02 .63* .23** .32** .26** .20** 1   
8. Self-Esteem .22** .88** .26** .49** .32** .26** .63** 1  
9. Life Satisfaction .11 .49** .19** .40** .30** .20** .40** .55** 1 
10. Math Anxiety (AMAS) -.48** -.10 .07 -.18** .01 -.01 -.13 -.14* .03 
11. AMAS-eval -.35** -.06 .07 -.09 .03 .07 -.14* -.11 .03 
12. AMAS-learn -.51** -.12 .06 -.23** -.02 -.10 -.09 -.15* .03 
13.Social Desirability (SD) .03 .35** .13 .15* .05 .45** .49** .36** .19** 
14. SD-Self-Deceptive 
Enhancement 
.11 .57** .27** .31** .21** .23** .64** .58** .43** 
15.SD-Impression Management -.06 -.06 -.09 -.10 -.12 .45** .11 -.05 -.16* 
16. Academic Motivation .19* .36** .17* .44** .19** .34** .31** .38** .32** 
17. GPA .36** .06 .13 .44**  -.06 .09 .01 .15* .21** 
18. Psychology Grade .26** .05 .20** .39** -.06 .11 -.03 .10 .15**  
WHO I AM IS SHAPED BY MY PAST AND IMPACTS MY FUTURE           201 
 
Table 40 (continued) 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Note.*p <.05, **p <.01. Sample sizes vary from 211-236. 
 
 
 
 
 
Variable 10 11 12 13 14 15 16. 17. 18. 
10. Math Anxiety (AMAS) 1         
11. AMAS-eval .91** 1        
12. AMAS-learn .85** .55** 1       
13.Social Desirability (SD) -.17* -.16* -.13* 1      
14. SD-Self-Deceptive Enhancement -.19** -.18** -.14* .76** 1     
15.SD-Impression Management -.08 -.08 -.06 .74** .12 1    
16. Academic Motivation .05 .11 -.03 .24** .30** .06 1   
17. GPA -.18** -.11 -.23** -.10 .01 -.16* .27** 1  
18. Psychology Grade -.08 .00 -.16* -.08 -.01 -.11 .29** .87** 1 
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 Academic self-concept predicting academic achievement.  Academic self-
concept significantly predicts GPA thereby providing support for Hypothesis 1: F(1, 217) = 
52.75, p  < .001, β = .44. In support of Hypothesis 2, academic self-concept was a significant 
predictor of academic motivation: F(1, 218) = 51.71, p < .001, β =.4410.  Academic motivation 
does not significantly mediate the relationship between academic self-concept and GPA thereby 
failing to support Hypothesis 3. To test for mediation, the direct and indirect (via academic 
motivation) paths from academic self-concept to GPA were examined using Hayes Process 
Models. The model 4 template in Process Macro was used given that this tests for simple 
mediation where each outcome is tested alongside a single predictor and mediator (Preacher & 
Hayes, 2004). When examining indirect effects (i.e., to see for mediation), if the value zero does 
not fall between the upper and lower limit confidence intervals in the output extracted, then this 
is seen as being indicative of significant mediation (Preacher & Hayes, 2008). Academic 
motivation was a non-significant mediator (see Table 41). 
Table 41. 
Decomposition for Effects of Academic Motivation on Academic Self-Concept and GPA   
Academic Self-Concept                                                                Bootstrapped 95% CI                             
 B t-test R2 F (df1, df2) LLCI ULCI 
Academic Motivation        
Regressed on academic self-concept .31 7.10*** .19 50.53 (1, 210) *** .22 .40 
GPA       
Direct Effect .45 5.95*** .20 26.92 (2, 209) *** .30 .61 
Total Effect .49 7.22*** .20 52.18 (1, 210) *** .36 .63 
Indirect Effect .04 1.23   -.10 .36 
Note.  ULCI = upper limit confidence interval, LLCI = lower limit confidence interval *** = p < .001. 
 
10
 In an interaction model wherein delay, centered academic self-concept, and the interaction term were tested as 
predictors of academic motivation, F (3, 215) = 21.25, p < .001, R2 =.23, academic self-concept, delay, and the 
interaction term were in the range of p between .05 and .08. 
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In contrast with Hypothesis 4a, academic self-concept was not a weaker positive 
predictor of GPA for international students than Canadian born or immigrant students (i.e., the 
Academic*Canadian (p = .747) and the Academic*Immigrant (p = .512) regression coefficients 
were not positive and significant in a model where international students were used as the 
reference group; see Table 42). In line with Hypothesis 4b, the prediction of GPA by academic 
self-concept was comparable between immigrant and Canadian born students (i.e., the regression 
coefficient of Academic*Immigrant was not significant (p = .332) in a model where Canadian 
students were used as the reference group; see Table 43).  
Table 42 
Main Effect and Interaction Regression Models (Academic Self-Concept + Student Group) for 
GPA as an Outcome- Hypothesis 4a 
  Self-Concept Only Main Effects Interaction Model 
Variable B SE B β B SE B β B SE B Β 
Intercept 77.24 0.58 *** 76.90 1.16 *** 76.96 1.21 *** 
Academic 0.49 0.07 .44*** 0.50 0.07 .45*** 0.51 0.12 .46*** 
Canadian    -0.08 1.54 -.00 -0.36 1.58 -.02 
Immigrant     1.07 1.52 .05 0.97 1.57 .05 
Academic*Canadian       0.06 0.17 .03 
Academic*Immigrant        
-0.12 0.18 -.06 
R2 .20 .20 .20 
F change  52.75*** .41 .49 
Note. Model 1 represents the self-concept only model, model 2 is the model testing for main effects,  and 
model 3 is the interaction model. Academic self-concept is mean-centered. Student group is denoted as 
two dummy coded variables,*p  <  .05,  **p  <  .01, *** p  <  .001. 
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Table 43 
Main Effect and Interaction Regression Models (Academic Self-Concept + Student Group) for GPA as an Outcome- Hypothesis 4b 
  Self-Concept Only Main Effects Interaction Model 
Variable B SE B β B SE B β B SE B β 
Intercept 77.24 0.58 *** 76.82 0.96 *** 76.60 1.01 *** 
Academic 0.49 0.07 .44*** 0.50 0.07 .45*** 0.57 0.12 .51*** 
Immigrant    1.14 1.39 .06 1.32 1.42 .07 
International     0.08 1.54 .00 0.36 1.58 .02 
Academic*Immigrant        -0.17 0.18 -.08 
Academic*International       
-0.06 0.17 -.03 
R2 .20 .20 .20 
F change  52.75*** .41 .49 
Note. Model 1 represents the self-concept only model, model 2 is the model testing for main effects,  and model 3 is the interaction model. 
Academic self-concept  is mean-centered. Student group is denoted as two dummy coded variables *p  <  .05,  **p  <  .01, *** p  <  .001.
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 Verbal self-concept predicting verbal achievement.  In support of Hypothesis 
511,verbal self-concept significantly predicts psychology grade: F(1, 210) = 8.87, p = .003; β = 
.20.  In contrast to Hypothesis 6, verbal self-concept was not a stronger predictor of psychology 
grade for immigrants (p = .615) and Canadian born students (p = .760) as compared to 
international students (i.e., the interaction terms for Verbal*Canadian and Verbal*Immigrant 
were not positive and significant; see Table 44).  
Table 44 
Main Effect and Interaction Regression Models (Verbal Self-Concept + Student Group) for 
Psychology Grade as an Outcome 
  Self-Concept Only Main Effects Interaction Model 
Variable B SE B β B SE B β B SE B β 
Intercept 76.94 0.78 *** 72.53 1.56 *** 72.51 1.72 *** 
Verbal 0.26 0.09 .20** 0.18 0.09 .14* 0.18 0.19 0.14 
Canadian    6.44 1.99 .28** 6.60 2.10 0.28** 
Immigrant     5.14 2.04 .21* 5.15 2.16 0.21* 
Verbal*Canadian       -0.07 0.23 -0.04 
Verbal*Immigrant        
0.12 0.25 0.05 
R2 .04 .09 .09 
F change  8.87** 5.44** .47 
Note. Model 1 represents the self-concept only model, model 2 is the model testing for main effects, and 
model 3 is the interaction model. Verbal self-concept is mean-centered. Student group is denoted as two 
dummy coded variables *p < .05.  **p < .01, *** p < .001. 
 
11
 In an interaction model wherein order, centered verbal self-concept, and the interaction term were tested as 
predictors of psychology grade, F (3, 208) = 4.30, p = .006, R2 = .06, none of the predictors were significant, but 
order was in the range of p between .05 and .08.  
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 Math self-concept predicting math anxiety. In support of Hypothesis 7, math  
self-concept was a significant negative predictor of math anxiety: F(1, 226) = 66.87, p < .001; β= 
-.4812,13. Group differences in math anxiety were tested for in an auxiliary analysis (Table 1, 
Appendix D). In the interaction model, the interaction between math self-concept and 
international student status was a predictor of math anxiety, F(5, 222) = 21.38, p < .001; β =.12, 
p = .065.  Specifically, per the trend in the data, as compared to those who are Canadian born, for 
international students there is a smaller drop in levels of math anxiety for higher levels of math 
self-concept (see Figure 1, Appendix D).   
 Self-concept clarity predicting academic outcomes. Hypotheses were not made 
about how self-concept clarity would predict academic outcomes, and thus these analyses can be 
considered as exploratory. Self-concept clarity does not significantly predict GPA: F(1, 222) = 
.02, p = .899; β = .01. In the interaction model tested, none of the interaction terms were 
significant (Table 2, Appendix D). Self-concept clarity does not significantly predict psychology 
grade: F(1, 218) = .23, p = .629; β = -.03. In the interaction model tested, none of the interaction 
terms were significant (Table 3, Appendix D). In terms of predicting math anxiety, there is a 
trend in the data which suggests that self-concept clarity is a negative predictor, F(1, 230) = 3.75, 
p = .054; β = -.13. In the interaction model tested, none of the interaction terms were significant 
(Table 4, Appendix D). 
 General self-concept and self-esteem predicting life satisfaction.  Per 
Hypothesis 8, general self-concept and self-esteem should positively predict life satisfaction, and 
 
12
 In an interaction model wherein order, centered math self-concept, and the interaction term were tested as 
predictors of math anxiety, F(3, 224) = 26.20, p < .001, R2 = .26, math self-concept, order, and the interaction term 
were significant. 
13
In an interaction model wherein delay, centered math self-concept, and the interaction term were tested as 
predictors of math anxiety, F(3, 224) = 25.86, p < .001, R2 = .26, math self-concept and delay were significant.  
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this prediction was corroborated (general self-concept: F(1, 216) = 69.88,  p < .001, β =.49.14; 
self-esteem F(1, 233) = 100.66, p <.001, β = .5515,16).  In contradiction to Hypothesis 9, there 
were significant group differences in the prediction of life satisfaction by general self-concept. 
Specifically, as shown in Table 45, in the interaction model tested, F(5, 212) = 19.90, p < .001, 
the interaction between being an immigrant student and general self-concept was significant β = 
-.21. To clarify, this means that for immigrant students (as compared to their Canadian born 
peers), there is a smaller rise in levels of life satisfaction with increasing levels of general self-
concept (Figure 6). Interaction terms were nonsignificant in the model wherein self-esteem and 
student group were predictors of life satisfaction, F(5, 229) = 24.36, p < .001 (see Table 46). 
 
Figure 6. Group differences in the prediction of life satisfaction by general self-concept 
 
14
 In an interaction model wherein delay, centered general self-concept, and the interaction term were tested as 
predictors of life satisfaction, F(3, 213) = 26.25, p < .001, R2 = .27, general self-concept and delay were significant.  
15
 In an interaction model wherein delay, centered self-esteem, and the interaction term were tested as predictors of 
life satisfaction, F(3, 230) = 38.19, p < .001, R2 = .33, self-esteem and delay were significant. 
16
 In an interaction model wherein order, centered self-esteem, and the interaction term were tested as predictors of 
life satisfaction, F(3, 231) = 41.31, p < .001, R2 = .35, self-esteem and order were significant. 
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Table 45 
Main Effect and Interaction Regression Models (General Self-Concept + Student Group) for Life Satisfaction as an Outcome 
  Self-Concept Only Self-Concept and Group   Interaction Model 
Variable B SE B β B SE B Β B SE B β 
Intercept 21.58 0.39 *** 23.08 0.60 *** 22.94 0.60 *** 
General 0.23 0.03 .49*** 0.23 0.03 .48*** 0.31 0.04 .66*** 
Immigrant    -1.52 0.87 -.11 -1.37 0.86 -.10 
International     -3.83 0.97 -.25*** -3.71 0.96 -.25*** 
General*Immigrant       -0.16 0.06 -.21** 
General*International        -0.11 0.07 -.10 
R2 .24 .30 .32 
F change  69.88*** 7.83** 3.66* 
Note. Model 1 represents the self-concept only model, model 2 is the model testing for main effects, and model 3 is the interaction model. General 
self-concept is mean-centered. Student group is denoted as two dummy coded variables *p < .05, **p < .01, *** p < .001. 
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Table 46 
Main Effect and Interaction Regression Models (Self-Esteem + Student Group) for Life Satisfaction as an Outcome 
  Self-concept only Self-concept and Group Interaction Model 
Variable B SE B β B SE B β B SE B β 
Intercept 21.51 0.35 *** 22.59 0.56 *** 22.42 0.57 *** 
Self-Esteem 0.30 0.03 .55*** 0.29 0.03 .52*** 0.35 0.04 .63*** 
Immigrant    -0.77 0.81 -.06 -0.64 0.81 -.05 
International     -3.05 0.88 -.21** -2.95 0.88 -.20** 
Self-Esteem*Immigrant       -0.12 0.07 -.13 
Self-Esteem*International        -0.10 0.09 -.07 
R2 .30 .34 .35 
F change  100.66*** 6.28** 1.67 
Note. Model 1 represents the self-concept only model, model 2 is the model testing for main effects, and model 3 is the interaction model. Self-
esteem is mean-centered. Student group is denoted as two dummy coded variables *p < .05, **p < .01, *** p < .001.
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 Self-concept clarity predicting life satisfaction.  In Hypothesis 10, it was stated 
that self-concept clarity was expected to positively predict life satisfaction and evidence 
supported this claim: F(1, 231) = 44.72, p < .001, β = .40. Auxiliary analyses were conducted to 
test for group variation in the prediction of life satisfaction by self-concept clarity (see Table 5, 
Appendix D). In the interaction model tested, both the interaction terms were significant (i.e., 
immigrant*SCC β = -.19 and international*SCC β = -.16). Per this finding, as compared to 
Canadian born peers, for immigrant and international students, there is a smaller rise in life 
satisfaction given increased levels of self-concept clarity (see Figure 2, Appendix D).  
 Same sex self-concept predicting academic outcomes.  Hypothesis 11  
outlined the expectation that same sex self-concept would not be a significant predictor of the 
three academic outcomes specified (i.e., GPA, psychology grade, and math anxiety). Results 
provided full support for the assertions made. Same sex self-concept did not predict GPA, F(1, 
221) = .71, p = .399, β = -.06. Same sex self-concept did not predict psychology grade, F(1 ,217) 
= .74, p = .392, β = -.06. Same sex self-concept did not predict math anxiety, F (1, 229) =.01, p = 
.931, β = .0117,18.  Conjectures were not made as to how the prediction of these outcomes by 
self-concept clarity would vary by group, and thus those analyses are considered auxiliary. In the 
interaction model tested for the prediction of math anxiety by same sex self-concept, none of the 
interaction terms were significant (Table 6, Appendix C). In the interaction model tested for the 
prediction of GPA by same sex self-concept, none of the interaction terms were significant 
 
17
 In an interaction model wherein delay, centered same-sex self-concept, and the interaction term were tested as 
predictors of math anxiety, F(3, 226) = 1.77, p = 154. R2 = .02, only delay was significant. 
18
 In an interaction model wherein order, centered same-sex self-concept, and the interaction term were tested as 
predictors of math anxiety, F(3, 227) = 1.84, p =.142. R2 =.02, only order was significant. 
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(Table 7, Appendix C). In the interaction model tested for the prediction of psychology grade by 
same sex self-concept, none of the interaction terms were significant (Table 8, Appendix C).   
 Honesty self-concept predicting life satisfaction.  Hypothesis 12 was  
unsupported, as honesty self-concept was a significant predictor of life satisfaction: F(1, 227) = 
9.75, p =.002, β = .2019. An auxiliary analysis was conducted to determine how the prediction of 
life satisfaction by honesty self-concept differs contingent on group. In the interaction model 
tested, the interaction terms were non-significant (Table 9, Appendix C).   
  Documenting gender differences.  In keeping with the format of previous 
studies in this dissertation, gender differences were computed and are reported in Table 47. In 
terms of gender differences, women had relatively lower math self-concept scores than men, 
t(226) = 2.93, p <.01, d = .42, g =.41. In contrast, women had slightly higher honesty self-
concept scores, t(226) = -2.40 p < .05, d = .34, g = .34,  math anxiety t(232) = -3.01 p < .05, d = 
.42, g = .42, and evaluation anxiety t(233) = -3.71  p < .05, d = .51, g = .52,  than men. Lastly, in 
this sample men had a modestly higher GPA than women t(224) = 2.21, p =.028, d = .31, g = .31, 
The remaining gender differences were non-significant. 
 
 
 
 
 
 
19
 In an interaction model wherein delay, centered honesty self-concept, and the interaction term were tested as 
predictors of life satisfaction, F(3, 224) = 4.46, p = .005, R2 = .06, none of the predictors were significant, but delay 
was in the range of p between .05 and .08. 
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Table 47 
T-Test for Gender Differences across Study Variables 
Variable Men Women   
 N M SD N M SD t-test Results Hedge’s g 
Math Self-Concept 75 50.25 11.95 153 44.66 14.29 2.93** .41 
General Self-Concept 74 58.01 14.57 143 57.25 13.56 0.38 .05 
Verbal Self-Concept 73 45.37 10.02 151 46.05 8.34 -0.50 .07# 
Academic Self-Concept 74 49.34 9.32 153 49.11 8.27 0.19 .03 
Same Sex Self-Concept 77 49.81 8.98 154 51.06 8.92 -1.00 .14 
Honesty Self-Concept  74 59.23 9.81 154 62.43 9.22 -2.40* .34 
Self-concept Clarity 78 29.68 7.79 154 29.75 8.28 -0.06 .01 
Self-Esteem 78 47.87 11.95 156 45.74 11.39 1.33 .18 
Life Satisfaction 78 21.08 5.94 157 21.94 6.61 -0.98 .13 
Math Anxiety (AMAS) 77 19.03 5.80 157 21.47 5.83 -3.01** .42 
AMAS_eval 78 13.32 3.77 157 15.20 3.59 -3.71*** .52 
AMAS_learn 77 5.66 2.90 157 6.27 2.98 -1.47 .21 
Social Desirability (SD)                           76 53.95 8.58 154 54.32 10.18 -0.27 .04 
SD_SDE 77 27.03 6.34 154 27.42 6.77 -0.42 .06 
SD_IM 76 26.32 5.63 155 27.65 5.75 -1.66 .23 
Academic Motivation 77 28.03 7.17 152 29.34 6.46 -1.40 .20 
GPA 75 79.29 9.31 151 76.37 9.39 2.21* .31 
Psychology Grade 73 78.51 11.22 149 76.32 11.46 1.34 .19 
Note. N = sample size, M = mean, SD = standard deviation, SD_SDE = self-deceptive enhancement subscale of 
social desirability, IM = impression management subscale of social desirability, AMAS_eval = evaluation anxiety, 
and AMAS_learn = learning anxiety. Equal variances not assumed value was used for verbal self-concept because of 
a significant Levene’s test, # = Gates delta value. 
 
  Discussion 
The aim of this study was to ascertain the extent to which self-views variables are 
associated with both academic (i.e., GPA, psychology grade, math anxiety) and non-academic 
(i.e., life satisfaction) outcomes. A key aim was to determine whether established links (e.g., 
between academic self-concept and academic achievement) would hold up across different 
demographic groups, or whether there would be differential patterns of prediction. In this study, 
some hypotheses were supported, whereas others were not. Specifically, it was shown that 
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academic self-concept predicts GPA (in line with H1) and academic motivation (supporting H2), 
but that academic motivation does not mediate the relationship between academic self-concept 
and GPA (in contrast with H3). However, there were no significant group differences in the 
prediction of GPA by academic self-concept (contrary to H4a and in line with H4b). Verbal self-
concept predicted psychology grade (as predicted in H5), but there were no group differences in 
prediction (contrary to H6). Math self-concept was found to be a significant predictor of math 
anxiety (in agreement with H7). General self-concept and self-esteem were significant predictors 
of life satisfaction (supporting H8), and it was found that the prediction of life satisfaction by 
general self-concept was lower for immigrant students as compared to Canadian born peers 
(failing to support H9). 
Self-concept clarity was also a significant predictor of life satisfaction (in line with H10). 
When testing for discriminant validity, it was found that same sex self-concept did not predict 
academic outcomes (supporting H11), but that honesty self-concept was a significant predictor of 
life satisfaction (in opposition to H12). As stated earlier, the use of the term predictor is not 
meant to imply causation, but rather is intended to illustrate the regression paths tested. When 
gender differences were tested for, evidence showed that men in the sample had slightly higher 
math self-concept and GPA scores, whereas women had relatively higher honesty self-concept 
and math anxiety. In auxiliary analyses conducted, there was evidence to show that the 
prediction of math anxiety by math self-concept differs by group (p between .05 and .08), the 
prediction of life satisfaction by self-concept clarity differs by groups, and that self-concept 
clarity does not predict academic outcomes significantly (p between .05 and .08 for the 
prediction of math anxiety). Also, there were no group differences in the prediction of a) 
academic outcomes by self-concept clarity, b) life satisfaction by honesty self-concept, and c) 
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academic outcomes by same sex self-concept. In the subsections below, core study findings will 
be discussed, and potential study limitations will be acknowledged. For the auxiliary analyses 
conducted, these will be briefly discussed. 
 Prediction of academic criterion variables.  In keeping with past research (e.g., 
Marsh & Martin, 2011) academic self-concept was a significant predictor of academic 
achievement. Similarly, the finding that academic self-concept significantly predicts academic 
motivation corroborates prior findings (e.g., Guay et al., 2010). Given that academic self-concept 
is based on self-beliefs about proficiency and interest in the academic domain (Marsh, 1989), and 
since past research has shown that more value is placed on school when academic self-concept is 
higher (Schutte et al., 2017), this might be why the pattern of findings stated above was obtained. 
It was found that academic motivation did not mediate the relationship between academic self-
concept and achievement, whereas such a relationship has been documented by Khalaila (2015). 
The failure to find mediation may be due to differences in the measurement of academic 
motivation. In the Khalaila (2015) study, an intrinsic motivation scale was used. In this 
dissertation, academic motivation was measured using a subscale for effort. Although effort is a 
component of motivation, it differs from the notion of intrinsic motivation. As an example, an 
individual can invest a great deal of energy to accomplishing a goal, but he may do so for 
external reasons, and it may not also be tied to success. Also, in this study across the full dataset 
and subsets, academic motivation (as measured by effort) and GPA were either weakly 
correlated or not significantly correlated (in the Canadian born subset) which may also explain 
why the mediation was not significant. 
Despite expectations, the prediction of GPA by academic self-concept was not greater for 
immigrant and Canadian born students than for international students, and the scores for the 
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three groups were comparable (i.e., regression coefficients of interaction terms were not 
significant). When an ANOVA was conducted to test for group differences, F (2, 225) = 10.52,  
p < .001, η2 = ,09, post-hoc tests of means (Tukey HSD) showed that both international (p < 
.001) and immigrant students (p =.016) reported lower levels of academic self-concept than 
Canadian born students. It might the case that international students, and possibly immigrant 
students (albeit to a lesser extent) may be thriving despite their self-reports of lower academic 
self-concept. In both groups, there is a sizeable proportion of students (over % 50) who identified 
as being from non-Western ethnic backgrounds (i.e., Asian, or Southeast Asian). Modesty has 
been identified as a salient feature of Eastern cultures, and in their research, Cai et al. (2011) 
demonstrated that Chinese participants explicitly reported lower self-esteem scores but had 
higher scores implicitly. Additionally, it may also be that Asian students’ standards of what 
constitutes a top grade differs from their Western peers. Given this possibility, it could be that 
students who were not Canadian born may have downplayed their academic self-concept scores 
in self-report because of a desire to be modest or high self-expectations. This in turn could be 
accounting for why prediction across groups was comparable with increasing levels of self-
concept (i.e., because in actuality, international students were not underperforming as can be 
seen by the non-significant ANOVA for GPA, F (2, 224) = 2.17, p =.117, η2 = .02. Additional 
research would be needed to test the accuracy of this claim. 
When verbal self-concept was tested as a predictor of psychology grade (i.e., as a proxy 
for verbal achievement), findings were significant. This finding is consistent with previous meta-
analytic work from Valentine et al. (2014) who have demonstrated that verbal self-beliefs are 
predictive of verbal achievement. Contrary to expectations, the prediction of psychology grade 
given higher levels of verbal self-concept was not stronger for immigrant and Canadian born 
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students as compared to international students. There is a possibility that as levels of verbal self-
concept rise for international students, so too do scores improve on academically relevant 
variables which could be important for success. There is some literature to support the argument 
that international students have elevated scores on academically relevant variables. Studies have 
reported that international students report elevated scores on variables such as collaborative 
learning, academic challenge, and progress made in general education (Zhao et al., 2005). These 
students also report lower motivation scores, greater self-determined motivation, and employ 
more surface and deep learning strategies (Chue & Nie, 2006). Applied to this study, if 
international students are more motivated to succeed and employ a greater number of strategies 
to achieve their goals than non-international peers, then this coupled with increased verbal self-
concept scores could explain why there was non-significant differences between groups in the 
prediction of psychology grade by verbal self-concept (i.e., there may have been hidden 
moderators involved). Although speculative, the inclusion of control variables such as frequency 
of active and collaborative learning strategy usage and peer support in future research may help 
in testing this assertion.   
In line with past findings (e.g., Bandalos et al.,1995) math self-concept was a significant 
negative predictor of math anxiety. Although not hypothesized, the finding of a group difference 
in prediction of math anxiety by math self-concept (in the range of p between .05 and .08) 
warrants mention. Specifically, although increased math self-concept predicted drops in math 
anxiety across the groups tested, the smallest drop in scores was seen for those in the 
international student group. A potential explanation for this finding is as follows. In a review 
paper outlining factors contributing to statistics anxiety, perfectionism and linguistic intelligence 
were listed as two antecedents (Onwuegbuzie & Wilson, 2003). Due to acculturative stressors 
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placed on international students, they are vulnerable to maladaptive perfectionism (Wei & 
Heppner, 2007; Hamamura & Laird, 2014), and past literature has outlined a positive 
relationship between this variable and statistics anxiety (Comerchero & Fortungo, 2013) 
Additionally, Bell (2008b) demonstrated that international students displayed higher scores than 
non-international students on the interpretation anxiety factor of statistics anxiety, and attributed 
this to difficulties with communication in a second language. Taken together, it is feasible to 
speculate that the pattern of a lower drop in math anxiety given increases in math self-concept 
for international students in this study may be attributable to untested factors such as maladaptive 
perfectionism. 
Support for discriminant validity was obtained in this research because as expected, same 
sex self-concept was a non-significant predictor of math anxiety, GPA, and psychology grade.  
This finding is unsurprising for the following reasons. Firstly, in their original work, Marsh and 
O’Neill (1984) demonstrated that same-sex self-concept only weakly correlated with verbal self-
concept (r = .16) and non-significantly correlated with math (r = .00) and academic (r = .07) 
self-concepts. Also, studies on same sex self-concept show that it significantly predicts social 
outcomes (e.g., tendency towards being bullied; Finger, Craven, & Dowson, 2006), but does not 
significantly relate to (Zahra, Arif, & Yousuf, 2010) nor predict academic achievement (Kobal & 
Musek, 2001). Such a pattern of findings is consistent with the specificity matching principle 
(Swann-Jr et al., 2007) which argues that predictors better predict outcomes when matched for 
level of specificity. Therefore, given that same-sex self-concept is a social self-concept 
(Shavelson et al., 1976), it is less likely to predict an academic outcome as compared to a social 
outcome. 
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When self-concept clarity was examined as a predictor of academic outcomes in auxiliary 
analyses, it was shown to predict math anxiety (in the p between .05 and .08 range) but was a 
non-significant predictor of GPA and psychology grade. Across the three academic outcomes 
examined there were no group differences in the prediction of outcomes by self-concept clarity. 
These non-significant findings in the academic domain are consistent with research by Gadbois 
and Sturgeon (2011) who showed that self-concept clarity was not predictive of test grades. The 
negative prediction of math anxiety is inconsistent with research by Hyseni Duraku and Hoxca 
(2018) who found that test anxiety was positively predicted by self-concept clarity. It may be this 
finding by Hyseni Duraku and Hoxca emerged as a consequence of both their predictor (i.e., self-
concept clarity) and their criterion (i.e., test anxiety) being conceptualized at the general level. In 
contrast, math anxiety is more specific a criterion variable, and it cannot be considered as 
equivalent to test anxiety. Since the relationship between self-concept clarity and math anxiety 
have not been documented in the past, it is advised that these findings are interpreted with 
caution. Last, not finding group differences in prediction of outcomes may be attributable to the 
lack of significant prediction at the general level, and to non-significant correlations between 
self-concept clarity and the criterion variables across groups.  
 Prediction of non-academic criterion variables.  As demonstrated in prior 
studies (e.g., Chang et al., 2003; Chen et al., 2006), both general self-concept and self-esteem 
were significant predictors of life satisfaction. Contrary to what was hypothesized, there were 
group differences in the prediction of life satisfaction by general self-concept. An examination of 
the demographic characteristics of this sample may provide clues as to why the rise in life 
satisfaction with increasing levels of general self-concept was significantly lower for immigrant 
students as compared to Canadian born students. The immigrant subsample in this study had the 
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greatest diversity in terms of ethnicity and the greatest proportion of students self-identifying as 
visible minorities. Empirical evidence has been found indicating that some ethnic groups in 
Canada (i.e., Black and South Asian) displayed lower levels of life satisfaction after controlling 
for covariates such as such as immigrant status and having a positive outlook (Mata, 2002). 
Additionally, Reitz and Banerjee (2007) used data from the Ethnic Diversity Survey to 
demonstrate that as compared to those who were white, second-generation visible minority 
immigrants reported lower levels of life satisfaction, and that for visible minorities, perceived 
discrimination and perceived vulnerability were negative predictors of life satisfaction. Applied 
to my research, even if a student has positive self-views, this does not necessarily imply higher 
life satisfaction, because life satisfaction is multiply determined, and other factors such as ethnic 
background or perceptions of discrimination may have influenced scores. 
In parallel with previous research, self-concept clarity significantly predicted life 
satisfaction (Usborne & Taylor, 2010). Also, for both international and immigrant student groups 
(as compared to Canadian born peers), the rise in life satisfaction given increasing levels of self-
concept clarity was smaller than for the Canadian born group. This finding may be attributable to 
cultural differences. DeMarree and Bobrowski (2017) in their recent chapter discussed East-West 
differences in self-perception (i.e., East Asian cultures place an emphasis on the self as 
embedded within contexts and that contradiction cannot be avoided, whereas in Western cultures 
there is the tendency to consider the self in a global coherent sense). The authors further 
expressed that for individuals from the East Asian context, the measurement of self-concept 
clarity may be improved through conceptualization of the construct in a context-specific manner. 
In this study, the international and immigrant—albeit to a lesser extent— groups comprised a 
large proportion of students with an East Asian background (e.g., Chinese). The correlations 
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between life satisfaction and self-concept clarity for the international (r = .29) and immigrant (r 
= .29) groups were also lower than for the Canadian born group (r = .56). Considering these 
findings, it may be the case that self-concept clarity varies across contexts for non-Canadian born 
students, and if these students were asked to report self-concept clarity in differing contexts and a 
score was aggregated, this may result in stronger prediction of life satisfaction.  
 Explaining the prediction of life satisfaction by honesty self-concept. Due to 
non-significant correlations between general self-concept and honesty self-concept in Study 1 
across the subsets of international, immigrant, and Canadian born participants, it was expected 
that criterion variables predicted by general self-concept should not be predicted by honesty self-
concept. Contrary to prediction, honesty self-concept was a significant positive predictor of life 
satisfaction. One potential explanation for this finding could be due to the fact that although the 
correlations at the sub-group level between honesty self-concept and general self-concept were 
non-significant in Study 1, there was a small significant correlation between these two variables 
at the full dataset level indicating shared underlying aspects.  
Past research focused on adolescent honesty self-concept has demonstrated a moderate 
correlation with life satisfaction (Dew & Heubner, 1994). Also, it should be noted that constructs 
similar to honesty self-concept, such as the personality trait of honesty-humility (represented 
through the following qualities: sincerity, fairness, greed avoidance and modesty; Ashton, Lee, & 
DeVries, 2014) have been found to predict life satisfaction, albeit weakly (Aghababaei, 
Blachnio, Arji, Chiniforoushan, Tekke, & Mehrabadi, 2016). Lastly, some evidence has shown 
that engaging in honest conversation predicted long-term hedonic well-being and relationship 
improvement, and significantly predicted eudaimonic well-being (p > .05; Levine & Cohen, 
2018). This finding suggests that honesty may influence life satisfaction through its positive 
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influence on interpersonal aspects of life. When group differences in the prediction of life 
satisfaction by honesty self-concept were tested for, findings were nonsignificant. This finding 
may be attributable to the finding that across the three subgroups of data, the correlations 
between honesty self-concept and life satisfaction were non-significant. 
 Examining gender differences.  In terms of gender differences, consistent with 
research by Kargar, Tarmizi, and Bayat using undergraduate students (2010), women had higher 
levels of math anxiety than men. In line with findings by Marsh (1989), men had higher math 
self-concept than women, but these findings do not correspond with recent work using an 
undergraduate sample by Rubie-Davies and Lee (2013) wherein no differences were found. A 
possible explanation for the discrepant math self-concept finding reported here is that it could be 
due to sample size. Specifically, in the Rubie-Davies and Lee study, just over 400 men 
participated, as compared to this study in which responses were from 75 men. It is possible that 
with a larger sample, the gender difference would not emerge. The finding than men had higher 
GPA than women is inconsistent with meta-analytic research on gender differences in academic 
achievement which has shown that across a set of 369 samples, women showed a slight 
advantage (Voyer & Voyer, 2014). However, within this meta-analysis, the authors reported that 
when gender differences in achievement are examined at university level, findings are mixed. 
The finding obtained in this study may be a result of ratio of men to women in the sample.  
 Study limitations. There are two potential limitations of this research  
which warrant mentioning. First, aside from basic demographic variables (e.g., gender), I did not 
have access to certain key pre-entry variables for students (e.g., pre-entry GPA or parental 
education) which are often used in studies exploring academic achievement (e.g., Grayson, 2008; 
Rodríguez, Tinajero, & Páramo, 2017). This lack of information is worth noting as it is possible 
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that pre-entry characteristics moderate the effects demonstrated. As an example, in a Canadian 
study examining GPA in first year, high school grades were the strongest predictor and in 
comparison, variables such as academic involvement were far weaker predictors (Grayson, 
2008). Second, the GPA of a student reflects the averaged performance across a number of 
different courses. In this study, aside from knowing that students were enrolled in Psychology 
1000, details about other courses were not obtained. It is possible that the prediction of GPA by 
academic self-concept or the mediation by academic self-concept would be contingent upon 
unknown factors such as the complexity of the set of courses a student has taken.  
 Chapter Summary 
In Chapter 5, all relevant details concerning Study 4 are provided. Recall that Studies 1-4 
are together expected to provide a better understanding of the nomological network of self-views 
variables. Studies 1-3 collectively demonstrated the nature of interrelationships between self-
views variables as well as how these variables differ across groups and are predicted by key 
socio-contextual variables (e.g., acculturative stress).  In Study 4, the focus was on how self-
views act as predictors of key outcomes and thereby represents a different approach to studying 
self-views. Literature is reviewed on self-esteem, self-concept clarity, and the following self-
concepts: general, verbal, academic, math. Specifically, how these variables have corresponded 
with key outcome measures in the past is outlined (e.g., how academic self-concept links to 
academic achievement).  
Overall, findings demonstrated that in line with the specificity matching principle (Swann 
Jr. et al., 2007), when self-views variables and outcomes were matched (e.g., verbal self-concept 
and psychology grade), there was strong significant prediction of outcomes, and mismatched 
predictors to outcomes were non-significant (e.g., same-sex self-concept and academic 
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outcomes). There was group variation in the prediction of math self-concept by math anxiety (in 
the p between .05 to .08 range), and in the prediction of life satisfaction by general self-concept 
and self-concept clarity. In the following and concluding chapter of this dissertation, findings 
from Studies 1-4 will be reviewed and discussed and key takeaways with respect to implications 
and future directions will be outlined.  
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Chapter 6                                                                                                                                 
General Discussion 
 Discussion 
Recurrent themes in the scholarship on the transition to university are that entering and 
adjusting to life in university entails and necessitates the expansion and modification of identity 
along with changes to self-representation, embracing novel opportunities and experiences, and 
coping with a myriad of stressors (e.g., Briggs, Clark, & Hall, 2012; David & Nită, 2014; 
Gomes, Dassani, & Marsico, 2018). A significant challenge for institutions is the potential for 
student attrition – an outcome which may result when students are unable to identify with their 
institutions and develop strong academic self-perceptions (Whannell & Whannell, 2015). Thus, 
the study of self-views of students in the higher education sector has both theoretical and 
practical relevance, as this represents an understudied area (Rubie-Davies & Lee, 2013) and 
because student self-views (e.g., feelings of belonging) exert influence on decisions concerning 
persistence versus drop-out (Tinto, 2017). The aim of my dissertation was to study both 
academic and non-academic self-views of students in the higher education sector in a holistic 
manner. Specifically, in addition to examining variation across groups in self-views, I also was 
interested in seeing how self-views influence (i.e., as a predictor) and are influenced (i.e., as an 
outcome) by relevant variables. Insights gained from this research may be of relevance to key 
stakeholders at the university and to educational policymakers.  
 Documenting self-views differences across student groups. Self-concept has 
been described as “one of the oldest and most important constructs in the social sciences” (Van 
Zanden et al., 2015, p. 460). Despite the abundance of research on this topic, only recently has 
there been a shift towards interest in understanding the self-views of those who are pursuing 
postsecondary education (i.e., university undergraduate students; Rubie-Davies & Lee, 2013). 
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Although some researchers have conducted comparative studies across groups of undergraduate 
students on self-concept (e.g., gender and faculty differences; Rubie-Davies & Lee, 2013), few 
of these investigations have compared students on the basis of membership in specific subgroups 
(e.g., international students versus non-international students; for examples see Zhou & Cole, 
2016, Reynolds & Suh, 2005). Study 1 incrementally advances the literature on self-concept 
amongst those in higher education by providing evidence that there is meaningful variation in 
self-concept domains across diverse groups of students pursuing higher education.   
One way in which this study complements the extant literature is through providing 
evidence for the robustness of certain past research findings. In terms of self-concept differences 
across student groups, verbal self-concept was relatively lower for international students than 
non-international students. This is in keeping with findings from a review paper by Andrade 
(2006) wherein lower English language proficiency, skills, and confidence were all described as 
challenges that international students experience. Reproducing similar results to those obtained 
in past research using unique samples is important, as it allows researchers to move closer 
towards making more accurate claims about the nature of the psychological constructs being 
studied (i.e., with respect to boundary conditions and generalizability). Also, this study showed 
that honesty self-concept was relatively higher for women, and that men reported moderately 
higher levels of physical, emotional, and problem-solving self-concept (consistent with findings 
reported in Marsh, 1989 and Caglar, 2009), thereby further supporting the robustness of gender 
differences. Additionally, even in cases where gender differences were non-significant (e.g., 
math, verbal, or academic self-concept domains), this is consistent with findings reported by 
other researchers who have studied the same population (Rubie-Davies & Lee, 2013).  
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Though some Study 1 findings bolstered confidence in past research, there was evidence 
of a deviation from expected findings, and this warrants further discussion. In contrast with 
findings reported by Zhou and Cole (2016), international students reported relatively lower 
academic self-concept scores than their non-international peers in this study. It should be noted 
that this finding held when international students were compared against both Canadian born 
students and immigrant students. Three key differences between this study and the one 
conducted by Zhou and Cole is that they had larger sample sizes for both sets of groups, 
compared international students with American students, and were comparing cohorts of students 
beginning in 1998 all the way up to 2004. Such differences are important because on the one 
hand, it may be the case that with a larger sample size, a similar patterns of findings to Zhou and 
Cole can be documented in a future iteration of this study. However, it is also plausible that 
students who are Canadian born and cohorts from post-2004 differ in meaningful ways from 
students who are American born and cohorts from pre-2004, which in turn could account for the 
differences in findings between my study and the one by Zhou and Cole.   
Last, a unique contribution of this specific study is that it allows insights into self-concept 
differences which hitherto have not been reported. Specifically, although it has been documented 
that math self-concept scores are higher amongst immigrant adolescents as compared to non-
immigrant adolescents (e.g., Areepattamannil & Freeman, 2008), to my knowledge such a link 
has not been studied in the higher education setting. Further, finding that immigrant students do 
not significantly differ from their international peers on math self-concept is an extension of the 
literature, because past work, such as that by Areepattamannil and Freeman, has not compared 
these groups. In the same vein, early research on self-concept has examined all thirteen domains 
of self-concept in the Self-Description Questionnaire (SDQ-III; Marsh & O’Neill,1984; Marsh 
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1989). By examining all thirteen self-concept domains across student group and gender, and by 
reporting overall and group level correlations in an undergraduate student sample, this study 
extends on early work. Although some self-concept domains have received much attention in the 
past (e.g., general and academic self-concept), other domains (e.g., relations with peers self-
concepts or honesty self-concept) are understudied. Thus, Study 1 findings could serve as a 
starting point for future researchers wishing to further examine self-concept using diverse 
undergraduate samples.   
  Examining shifts in self-views for international students. Just as the  
documentation of cross-group variation in self-views is important for avoiding masking 
important cross-group differences (as evidenced in Study 1), so too is it important to 
acknowledge that there is considerable heterogeneity within any group, and intragroup variation 
has implications for self-views as well. In the Canadian university sector, international students 
represent a growing demographic group. Per a recent survey conducted by the Canadian Bureau 
for International Education (2018b) on a sample of 14,228 respondents, over 90% reported 
satisfaction with their decision to study in Canada and success in meeting academic demands, 
and over half had the intention to apply for permanent residency or strive to find work. Although 
a reasonable conjecture would be that this satisfaction with the country of study and academic 
success drives decisions of future plans in Canada, such a perspective may be overly simplistic. 
Specifically, in an investigation which used data from the 2015 cycle of the International Student 
Survey to predict intention to apply for permanent residence in Canada, findings suggested that 
factors such as friendships with members of host society, being from a particular country,  and 
perceptions about the host country all were meaningful predictors (Esses, Sutter, Ortiz, Luo, Cui, 
& Deacon, 2018). Using this logic, just as post-study behaviours of international students may be 
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driven by several factors, so too may the self-views of international students be shaped by a 
number of situational and personality factors that warrant investigation.  
 Studies 2 and 3 served the purpose of providing an initial understanding of the extent to 
which state self-views of international students are malleable in response to contextual, 
personality, and demographic variables. A strength of this pair of studies is that through use of 
similar methodology (i.e., mostly same measures and different manipulations of threat), as well 
as the inclusion of novel elements in Study 3 (i.e., measuring self-concept clarity and religion 
self-concept), Study 3 represents a conceptual replication and extension of Study 2. Conceptual 
replications are described as tests of theories or hypotheses from another study wherein aspects 
of design, participant characteristics, and variables assessed may be varied (Crandall & Sherman, 
2016). This type of replication has been described as “critical for establishing the generalizability 
of an initial observation and the theory it purports to support” (Crandall & Sherman, 2016, p. 
94). As such, insights yielded from this pair of studies provide stronger support for the existence 
(or lack thereof) of relationships between various predictors and self-views variables, which in 
turn can help bolster and provide much needed theoretical insights into protective and risk 
factors which affect the self-views of international students. There are a few findings from Study 
2 which recur in Study 3, and these will be outlined below. 
With respect to whether academic and general self-views fluctuate (i.e., in terms of mean 
differences) in response to threats of a symbolic or realistic nature, hypotheses were not 
supported (i.e., no mean differences across conditions on scores of general, verbal or academic 
self-concept as well as self-esteem). Recent news on international students in Canada points 
towards a new zeitgeist wherein these students are entering university more prepared than before 
and are equipped with tools to succeed given the framework set up by the Canadian government. 
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To clarify, evidence suggests that prior to embarking to study abroad for university, many future 
university students are completing high school in international schools, and some advantages of 
doing so include improving English, building familiarity with Western curriculum, gaining 
diverse contacts, and having exposure to a multicultural cohort (Sharma, 2016; Patrick, 2017). 
Also, there is a current trend wherein more international students are enrolling in Canadian high 
schools with the goal of continuing further education in Canada (Loriggio, 2017). This suggests 
that a proportion of the students entering Canadian universities may have prior exposure to the 
Canadian educational system and norms due to high school experiences, which in turn would 
make adjustment less difficult. Last, Canada is a prime destination for international students not 
only due to its reputation for safety and tolerance, but also because of factors such as the ease of 
obtaining a study visa, opportunities to apply for permanent residency and obtain work permits, 
as well as cost of living (Semotiuk, 2018). This change in the educational landscape for 
international students could explain why exposure to threats did not influence self-views of 
students in the study (i.e., potential past exposure to the Canadian educational system may have 
served as a buffer against threats thereby protecting against drops in self-views).  
Although speculative, another possibility could be that threat primes may have made the 
international students feel an adverse response, but not led to decreased self-views due to active 
self-protective mechanisms which these students may have been engaging in. To clarify, in both 
Studies 2 and 3, students were assigned a single experimental condition (i.e., threat or non-threat) 
and then reported on multiple self-views domains and other variables. According to self-
affirmation theory, when individuals face self-threat in a specific domain, a protective response 
is to affirm themselves in another personally relevant area. Such a response has been shown to 
contribute to decreases in stress (Sherman & Cohen, 2006).  Another protective response against 
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self-threats, referred to as a defensive bias, involves denial or dismissal of the threat one is faced 
with (Sherman & Cohen, 2006). Applied to Studies 2 and 3, it is plausible to posit that for 
example, those in the realistic threat condition (i.e., who faced a threat to an academic domain) 
or the symbolic threat condition (i.e., who faced a threat to a general domain) may not have 
reported significantly lower self-views scores for the expected domains if the other survey 
questions they answered afforded them an opportunity to affirm themselves on a  meaningful 
domain. Alternatively, the participants may have engaged in a defensive bias and avoided or 
dismissed the threat, which in turn may explain the lack of score difference across conditions. 
This explanation is not possible to test using data from Studies 2 and 3 as it concerns mental 
processes intrinsic to the participants. However, were this study to be repeated, a way to test this 
claim would be to inquire with students about the way in which they processed the primes using 
a qualitative approach. 
In Study 3, the prime designed to elicit threat was framed as a news clipping describing 
international students as a group (i.e., closed-ended) as compared to focusing on the experiences 
of the international student answering the study questions (i.e., an open-ended prime) as was 
done in Study 2. Another conjecture is that it is possible that in an effort to preserve self-views, 
that participants may have engaged in the process of cutting off reflecting failure (i.e., CORF-
ing; Wann, Hamlet, Wilson, & Hodges, 1995). CORF-ing has been described as an approach to 
protecting the self through the separation of self from others who are unsuccessful (Wann et al., 
1995). It has been explained that CORF-ing may not ensue if a person is strongly affiliated with 
the group of which they are a member (Wann et al., 1995), and that it is predicted by factors such 
as low levels of  personality facets such as anxiety, modesty, and greed-avoidance (Brown-
Devlin, Devlin, & Vaughn, 2018).  If the international students in Study 3 did engage in CORF-
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ing, then they may have been able to convince themselves that the information presented in the 
news articles was only applicable to those students discussed in the study and was not an 
accurate reflection of their experiences as international students. In support of the belief that 
students in this study may have been prone to CORF-ing, mean scores for both acculturative 
stress and social desirability were at or below the scale midpoint across Study 3 conditions, 
suggesting that overall, participants in this study self-reported lower levels of these variables. 
Although social desirability is not the same as modesty or greed avoidance, and acculturative 
stress is not the same as anxiety, these constructs can be considered as having some overlapping 
content. Given that the former predicts CORF-ing tendencies, the latter may as well.   
Hypotheses concerning acculturative stress and resilience as moderators of the threat-
self-views link were not supported. A possible explanation for the failure to detect moderation 
effects may be attributable to the choice of predictors used in the regression models. Specifically, 
in models using both acculturative stress and threat conditions, it may be the case that the 
acculturative stress variable captures both symbolic and realistic threat content more strongly 
than the priming conditions. It should be noted that threat priming conditions involved either 
having participants engage in a writing task or read a news article, whereas acculturative stress 
was assessed through having participants self-report agreement or disagreement with statements. 
A sample item tapping into symbolic threat from the acculturative stress scale reads as follows: 
Others are sarcastic towards my cultural values. A sample item which might reflect realistic 
threat from the acculturative stress scale is as follows: I feel that I receive unequal treatment. 
Items such as these directly tap into a sense of feeling threatened.  
However, an alternative possibility is that the failure to find significant moderation could 
be because the threat manipulation may not have impacted the participants, whereas the other 
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variables tested did impact participants. Recall that in Study 3, a manipulation check task was 
conducted to determine if the priming manipulation was effective, and in line with expectations, 
those exposed to threat reported feeling greater anxiety than those in positive or neutral 
conditions. This finding indicates that the threat manipulation used in the study evoked stress in 
participants. However, just because individuals feel threatened, this does not necessarily mean 
they will experience a change in self-views (Crocker & Major, 1989). Per self-concept theory, 
people develop better self-knowledge over time and integrate more information into their self-
concept (Shavelson et al., 1976). Thus, it is feasible that study participants may have entered the 
study with a well-defined self-concept that equipped them to better process and handle threats 
(i.e., in terms of having knowledge of effective coping mechanisms and resiliency). 
 A third pattern of findings concerns consistencies in the gender differences across 
international students. Specifically, Studies 2 and 3 both demonstrated that men and women 
displayed no significant differences across self-esteem, verbal self-concept, academic self-
concept, or resilience. A shared gender difference was the finding that acculturative stress was 
relatively higher for women than men, and a gender difference on general self-concept was only 
evidenced in Study 2. The non-significant gender differences which were documented in Studies 
2 and 3 are consistent with past literature in some cases (e.g., non-significant gender difference 
in academic self-concept; Gentile et al., 2009), in other cases there is discrepancy (e.g., higher 
self-esteem in men; Kling et al., 1999). Gender differences in self-views of international students 
have not been deeply examined. As such, findings such as no gender differences across variables 
such as verbal self-concept or resilience might reflect a pattern unique to those who are 
characterized as international students. Also, given that findings on gender and acculturative 
stress are mixed (e.g., non-significant, Nasirudeen et al., 2014; higher levels for men, Lee & 
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Padilla, 2014; higher levels for women, Thomas & Sumathi, 2016), consistently finding greater 
acculturative stress levels for women in this dissertation research could imply that specific 
environmental factors may be at play driving this difference (i.e., given Studies 2 and 3 were 
done at the same university). Lastly, finding a gender difference in general self-concept in Study 
2, but not in Study 3, may be attributable to factors such as the larger proportion of men in the 
former study or untested moderators (e.g., cultural norms concerning self-presentation). 
 In addition to discussion of shared findings from Studies 2 and 3, it is meaningful to 
focus on the unique aspects tested in and findings from Study 3. Gender differences were tested 
for, but not found for either self-concept clarity or religion self-concept. The lack of significant 
findings on both these variables is partially in contrast with past research (e.g., women have 
higher religion self-concept, Marsh, 1989; men had higher self-concept clarity in one of three 
studies, but a non-significant difference in the others, Campbell et al., 1996). These discrepancies 
could be attributable to sample differences given that Studies 2 and 3 exclusively used 
international student samples, whereas past literature has mostly used diverse samples not 
specifying whether they are international, immigrant, or Canadian born. Next, contrary to 
prediction, self-views were not higher for those in a positive non-threat condition. Although non-
significant, self-views were numerically lower for those in the positive non-threat condition than 
other conditions in most cases. International students require high grades at entry into university, 
and as such, being told that international students are doing comparable to host national peers (as 
in the priming article) might not have been viewed in a favorable light (i.e., students may have 
felt a sense of being average which could have in turn attenuated self-views scores). 
Alternatively, it may be that for higher scores to be reported, students would have needed to be 
told their group was outperforming the comparison group.  
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 Next, in regression analysis, a significant interaction was evidenced between this 
condition and acculturative stress in predicting self-views. Specifically, although acculturative 
stress is expected to adversely affect self-views (e.g., Kim et al., 2014), the negative effect it had 
was dampened for those in the positive condition in Study 3. This finding is informative as it 
suggests that for international students experiencing high levels of acculturative stress, exposure 
to favourable information about international student outcomes might have a protective effect on 
general self-perceptions. It should be noted that state self-views were measured in this study (i.e., 
the manipulation affected self-views in response to the prime given). As such, it is unclear from 
these findings whether there will be long-term change in self-views in response to a positive non-
threat context. However, in their qualitative research, Moores and Popadiuk (2008, p. 296) 
identified that international students turned to other international students as a source of support 
and identified that such exposure “reminded participants that others had succeeded despite 
obstacles” (i.e., it was a source of positive motivation). Given that both qualitative and 
quantitative research document a pattern wherein exposure to positive information has favorable 
consequences for self, it might be fruitful for future researchers to consider conducting 
intervention or longitudinal studies in this area to verify whether this effect is robust over time. 
 A final point to note is that there are a number of control and covariate variables which I 
was unable to include in Studies 2 and 3, and the inclusion of such variables in future analyses 
are relevant and needed for establishing a better understanding of how self-views are influenced 
by context. One example of a good covariate would be prior exposure to the Canadian 
educational setting (e.g., attendance at a Canadian high school) or to a multiethnic diverse setting 
(e.g., an international school). It is plausible that in the regression analyses tested, threats might 
have only been significant predictors of decline in self-views amongst those with low or no prior 
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exposure. An example of a good control variable to have included would be perceived social 
support. By controlling for the influence of perceived social support it becomes possible to arrive 
at a more accurate estimate of the extent to which threats influence self-perception. Some other 
possible covariates that can be considered in future research include coping strategies and 
availability of resources, as well as perceptions of the controllability of life outcomes. Other 
possible control variables would include measures of core personality characteristics and 
socioeconomic status.  
 Cross-group differences in the prediction of outcomes by self-views.  
Evidence gathered for studies 1-3 collectively showed that there is both intergroup and 
intragroup variation in self-views and that self-views are influenced by personality, 
demographic, and situational factors. Intergroup variation was shown through comparing 
international students with immigrant and Canadian born students. In contrast, intragroup 
variation was shown through documenting how international student self-views differ across 
subgroups such as gender. Study 4 is unique in that it taps into exploring the extent to which self-
views are associated with meaningful criterion variables. The answer to this question is 
important given that self-views variables have been shown to predict a myriad of outcomes such 
as depression, money problems, academic achievement, and persistence (Swann Jr. et al., 2007). 
The choice to explore only the self-views to criterion variables (e.g., achievement) path was 
driven by the research question of interest and the lack of data on pre-entry variables (e.g., past 
GPA). However, it is important not to discredit the predictive power of past outcomes on self-
views. As an example, researchers have oft shown that past achievement is predictive of 
academic self-concept (Van Zanden et al., 2015). Additionally, self-perception theorists have 
described self-views, social conditions and behaviors as being linked in a cyclical manner 
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wherein these variables all influence each other (Swann Jr. et al., 2007). Given the predictive 
power of self-views, and that self-views differ across groups of students, the decision was made 
to examine student group differences in the paths between self-concepts, self-esteem, and both 
academic and non-academic outcomes in Study 4. 
The core contribution of Study 4 is that it demonstrates the generalizability of established 
predictor-outcome relationships (e.g., between academic self-concept and academic 
achievement) which in turn has practical relevance for stakeholders committed to student 
success. In this study, there was evidence of both cross-group variation (e.g., in the prediction of 
math anxiety by math self-concept) and cross-group consistency (e.g., in the prediction of life 
satisfaction by honesty self-concept). Group-level consistency and variation both are important 
to note, albeit for different reasons. Group differences on topics of interest warrant consideration 
as following up on these could contribute to the development of further research into the 
mechanisms driving such differences, which ultimately lend to the refinement of theory (Wang, 
2016), and potential practical applications. Since this study was based on a sample of 
undergraduate students, and academic outcomes were assessed, the documented group 
differences could be applied by university student affairs professionals in the generation of 
follow-up research or to create student centric services (see Section 6.3. for recommendations). 
Heeding group similarities also has merit because such similarities offer an indication of 
universality for the theory being tested or demonstrate that across groups, there are shared 
situational characteristics (Wang, 2016). Applied to Study 4, the cross-group similarities 
obtained in this study may benefit other researchers in the education sector by offering them 
foundational literature upon which to base more complex hypotheses. Knowing that life 
satisfaction is predicted similarly by honesty self-concept across groups might offer researchers a 
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good basis on which to test whether such consistency also exists for related constructs such as 
institutional satisfaction and academic honesty.  
 In addition to providing insights on cross-group consistency and variation, findings from 
this study also illuminate the extent to which self-esteem and general self-concept are 
distinguishable. Per past research, self-esteem has been described as an element of self-concept 
(Baumeister, 2005) and the Shavelson et al. (1976) model has treated the terms as equivalent. In 
this study, self-esteem and general self-concept were highly linked, these variables correlated 
with other study variables to a similar degree and predicted outcomes in a highly similar manner 
(see section 5.3). This nature of links between self-esteem and general self-concept is not 
anomalous in that it was seen in studies 2 and 3 as well. Together, such findings cast doubt on 
the theoretical distinctness of these two constructs. However, others have found evidence in 
favour of these two constructs being distinct (e.g., Rodriguez, & Loos-Sant'Ana, 2015). It is 
important to note that the SDQ-III General subscale used in this study is derived from the RSE 
(Marsh & O’Neill, 1984) which could account for the high correlations documented. In contrast, 
Rodriguez and Loos Sant’Ana (2015) measured general self-concept as an aggregate score based 
on responses across six domains. Measuring general self-concept with aggregate scores may 
have issues given that it does not account for the differential value individuals place on given 
domains (Vispoel, Boo, & Bleiler, 2001). One takeaway is that the method in which general self-
concept is operationalized may determine whether these constructs are perceived as distinct or 
the same. Qualitative research may offer an avenue through which researchers can explore subtle 
differences between the two (e.g., questions can be framed in a manner to tap into self-
description, self-evaluation, or both).  
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Another means through which Study 4 incrementally advances self-views research is by 
helping address a gap in the literature (i.e., the dearth of studies focused on both self-concept 
structural and content variables; Roccas et al., 2014). In this study, self-concept clarity (SCC; a 
structure variable) was studied alongside self-concepts and self-esteem. It was found that across 
the three subsets of students, SCC was highly correlated with self-esteem and general self-
concept, but the correlations were not high enough to consider these as collinear supporting the 
notion that SCC is distinct from other self-views variables. Also, in the full dataset, SCC was 
positively related to academic, verbal, same-sex, and honesty self-concept but not significantly 
linked to math self-concept.  
However, when subsets were examined, the SCC-verbal link only emerged in the 
international sample, and the same sex-SCC and honesty-SCC links were only found for 
Canadian born students. An example of a link consistent at the full and subset level is a positive 
tie between SCC and academic motivation. By documenting how self-concept clarity correlates 
with several variables across data subsets, this study illustrates how it may be ill-conceived to 
assume generalizability to specific subsets from a large heterogenous sample (i.e., given that full 
dataset level correlations did not map identically onto subset correlations). On this note, it would 
benefit researchers working with specific subgroups to exercise caution when relying on past 
literature that has not accounted for group differences. From the evidence gathered in this study, 
it appears that there are non-trivial differences in self-concept clarity across groups. 
 Implications for Theory and Research 
Findings from this research offer insights that are beneficial to psychologists and applied 
practitioners alike. Prior to discussing the implications of this set of dissertation studies, first 
recall that Bosson and Swann Jr. self-views framework (2009) as well as the Shavelson et al. 
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(1976) model of self-concept represent the guiding theoretical models used across the four 
studies. For studies 2 and 3, another model relied upon was Intergroup Threat Theory (Stephan et 
al., 2009). In addition to having implications for the aforementioned theoretical models, this set 
of studies have implications for researchers in higher education or those interested in studying 
self-views using any theoretical approach. As a start, this research offers evidence in favor of the 
Bosson and Swann Jr. self-views framework (2009). Per these researchers, self-esteem refers to 
global self-perceptions whereas self-concepts refer to specific self-perceptions, and both can be 
aggregated under the umbrella term of self-views. The authors further assert that the level of 
specificity of the self-view is a good indicator of how well it will predict an outcome (e.g., 
general predictors better predict general outcomes). In Study 4, self-esteem was moderately 
positively correlated with the following specific self-concepts: academic, math, same-sex, and 
honesty self-concept which indicated that these variables share overlap but are unique. Also, it 
was seen that self-concept clarity, a variable conceptualized at the general level, predicted life 
satisfaction (i.e., a general criterion variable in regression) more strongly than it predicted math 
anxiety thereby providing support for the matching of regression predictors to criterion for 
enhancing prediction of outcomes. 
This research also points to an area wherein more empirical work is needed using the 
SDQ-III. Studies 1 and 4 showed that self-concept scores differ in meaningful ways across 
student groups. In those studies, some of the group differences in self-concept may have been 
attributable to the cultural composition of group members. As an example, the international 
student samples across the studies comprised a majority of Chinese students, and as such it could 
be that culture potentially drives a difference seen between groups of international students and 
other groups. It should be noted that the Shavelson et al model—which guided the design of the 
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SDQ-III — does not explicitly acknowledge the powerful impact of cultural background on self-
perceptions. Though past research has reviewed the implications of culture on self-perception 
(e.g., Markus & Kitayama, 1991; Choi & Choi, 2002), there is a paucity of research concerning 
whether systematic patterns of cultural differences exist across self-concept domains. Only a few 
studies have examined self-concept variation across different cultural groups as measured using 
the SDQ (e.g., Wästlund, Norlander, & Archer, 2001) using samples of children and adolescents. 
What is needed now are larger-scale cross-cultural empirical investigations of self-concept using 
the SDQ-III. Having a base of cross-cultural findings for this age bracket would aid researchers 
in developing more refined hypotheses or providing empirically supported cross-cultural 
explanations for demonstrated links.  
 Studies 2 and 3 also offer researchers a lens into how Intergroup Threat Theory can be 
elaborated on by incorporating  a) how members of specific undertested groups (i.e., 
international students) perceive threats, and b) through exploration of underexamined effects of 
threat-perception (i.e., effects which expand beyond prejudicial behaviours towards outgroups; 
e.g., Harrison & Peacock, 2009). Specifically, past intergroup threat research has examined 
international students as elicitors of threat, as compared to perceivers of threat (e.g., Charles-
Toussaint & Crowson, 2010). Further, intergroup threat research has examined prejudice as an 
outcome of perceiving symbolic and realistic threats (Stephan et al., 2009), but less is known 
about how the self-perceptions of an individual are affected when exposed to an intergroup threat 
(Rios, Sosa, & Osborn, 2018). This research represents a step towards addressing those gaps. 
Studies 2 and 3 explored how international students react when they perceived non-international 
students as elicitors of intergroup threats. The criterion measures in these studies were changes to 
state general and academic self-views. In auxiliary analyses (See Appendix C), findings 
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suggested that threats do influence self-views, but do so when interacting with other variables 
(e.g., gender and threat condition interact in prediction of self-esteem and general self-concept; 
Study 3). Such findings suggest that intergroup threats are related to minority group member 
(i.e., international student) self-perceptions, and point to an area wherein future research is 
warranted. 
 Strengths of my research are that it takes into consideration both a caution for education 
researchers (i.e. a one-size fits all approach is not appropriate; Kantanis, 2002) as well as a 
specific limitation outlined concerning research in higher education (i.e., the under-collection of  
metrics concerning racial and cultural diversity by universities; McDonald & Ward, 2017). In 
this dissertation, not only were demographic data collected on a number of key variables such as 
ethnicity and visible minority status, but comparisons on study variables of interest were also 
made across a key metric (i.e., student group). Consequentially, I was able to demonstrate that 
different groups of students differ in meaningful ways across variables of interest (e.g., 
immigrant students had higher levels of math self-concept than those who were Canadian born; 
Study 1). Also, by collecting information on other demographic metrics, I was able to show that 
for a given group of students (i.e., international students), the threat self-views relationship was 
moderated by demographic variables (e.g., gender, see auxiliary analyses for Study 3 in 
Appendix C), as well as speculate as to what underlying intergroup differences might be driving 
research findings (e.g., relatively lower verbal self-concept scores amongst international students 
may be attributable to students coming from countries where English is not used as frequently). 
The implication for researchers is that collecting demographic metrics as well as testing 
hypotheses across different subgroups has merit given that without such a study design, 
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researchers run the risk of a) overgeneralization of findings and b) masking intragroup variation 
that could potentially explain unexpected findings or lead to new theoretical insights. 
 Another implication of this research is that it aids scholars in gaining a better 
understanding of consistencies in the self-concept framework of international students as some 
self-concept correlations were tested across the four studies, and the same self-concept measure 
was used across the four studies. In Studies 1 and 4, these correlations are based on small 
samples of international students. Study 1 had the smallest sample of international students and 
in this sample, general and verbal self-concept were moderately correlated, general and academic 
self-concept were highly correlated, and academic and verbal self-concept were highly 
correlated. Study 4 had a slightly larger sample of international students, and the general-verbal, 
general-academic, and academic-verbal correlations were all in the moderate range. Studies 2 
and 3 both had samples of more than 100 international students, and the same correlations were 
computed in these studies. By examining the strength of these correlations, insights can be 
gained into how robust such correlations are across different sample sizes20. In Study 2, all three 
of the aforementioned correlations were in the moderate range, and in Study 3 (i.e., the largest 
international sample), the general-verbal correlation was weak, but the general-academic and 
academic-verbal pairs were moderately correlated.  
Taken together, these findings indicated that the general-verbal, general-academic, and 
academic-verbal domains all show moderate positive correlations. Such a pattern of findings is 
meaningful as it could assist future researchers in endeavours towards evidence-based theory 
building on international student self-perceptions (i.e., theories that are premised on empirically 
 
20
 It should be noted that even though Studies 2 and 3 had different conditions that the international students were 
placed in, because there were no significant mean differences in self-views across these conditions, using the full 
dataset for measuring correlations was deemed appropriate. 
WHO I AM IS SHAPED BY MY PAST AND IMPACTS MY FUTURE           243 
 
tested and clearly established interrelationships between variables of interest). Also, a trend 
which seems to emerge when examining correlations is that when a sample size is below 30, 
correlations appear inflated. However, in samples of over 50 individuals, as in Studies 2-4, 
correlations did not fluctuate greatly across sample sizes. The takeaway message is that whilst 
examining undertested relationships between variables, the optimal approach would involve 
replicating the pattern of correlations across multiple studies across large samples. However, in 
cases where this is not possible, researchers can gain a good estimate of the nature of 
interrelationships from modest-sized samples (e.g., samples such as in Study 4), and this is useful 
to acknowledge given that feasibility and fiscal constraints may limit the sample size that 
researchers can obtain.   
  Practical Recommendations 
 Just as findings from this dissertation serve to advance theory (see section above), so too 
do such findings afford practitioners with useful suggestions which can be implemented to help 
those in the education sector. It should be noted that because this research was conducted with 
students from Western University, the findings would be highly applicable to stakeholders at the 
university. However, those outside of Western University (e.g., policymakers or stakeholders 
from other universities with a similar demographic composition or institutions accepting high 
numbers of international students) may also be able to apply these findings, given that meta-
analytic research has demonstrated support for a positive link between self-views and academic 
achievement (Valentine et al., 2004), and self-views during university have been shown to affect 
career outcomes post-university over a decade later (Salmela-Aro & Nurmi, 2007). As such, 
given that self-views are associated with academic achievement and may influence how one 
fares in the workforce once education is complete, stakeholders both within and outside of 
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Western University may be able to adapt or use recommendations provided in this document to 
work towards the goal of fostering and sustaining student success. Additionally, educational 
policymakers may find it informative to aggregate findings from studies such as mine with those 
from other institutions to determine whether there are key trends that need addressing. Listed 
below are a few findings from my research which warrant consideration and closer examination. 
 In Study 1, verbal self-concept scores were lowest for international students as compared 
to non-international peers. It has been documented that international students find verbal 
communication and skills tied to English challenging, and faculty members also perceive English 
language competency to be an area of weakness for international students (Andrade, 2006). This 
concern about English skills has also been echoed in news media, as Dehaas (2013) has outlined 
in a Macleans article that professors across universities in Canada have voiced concern about 
how more language support is needed to promote student success and retention. Additionally, 
research has also shown that language proficiency is a predictor of academic performance 
(Martirosyan, Hwang, & Wanjohi, 2015) for international students. Consequentially, more 
resources may need to be implemented towards the development of verbal skills which could in 
turn contribute to increases in verbal self-concept for this subset of students. The allocation of 
resources to this goal is not only beneficial from a student retention standpoint, but also is 
important as international students desire to stay in Canada after their studies (e.g., 61% of 
students in a sample of over 3400 reported the desire to work in Canada post-graduation;  Esses 
et al., 2018), and in turn could become contributors to the Canadian economy. 
 In Studies 1 and 4, math self-concept was measured, and group differences were 
examined. Specifically, findings suggested that math self-concept was relatively higher for 
immigrants as compared to their Canadian born peers (Study 1) and that math self-concept was 
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lower, but math anxiety was relatively higher for women as compared to men (Study 4). These 
gender and group differences in math self-concept and math anxiety are troubling considering 
that poorer math skills may hinder persistence in an academic program or limit career options 
(e.g., switching out of psychology due to its statistics requirement; Kershaw, 2010). To reduce 
this discrepancy in scores, one recommendation would be to create math skills workshops and 
programming for students to attend in the transition stage to university. Once students attend 
such programming, those who wish for ongoing support can be contacted and provided with 
access to similar workshops throughout the academic year. For students who are already enrolled 
in university and have not had an opportunity to get pre-entry training, an alternative option may 
be to encourage course instructors to reach out to struggling students in courses such as statistics 
and refer them to these math support services. Given that self-concept is socially constructed and 
shapes over time, it may be the case that past negative experiences with math may be shapers of 
current anxiety. As such, offering students an opportunity to develop math skills and have 
positive experiences with math could contribute towards a re-evaluation of math self-beliefs.  
Another gender difference that was found in both Studies 2 and 3 was that international 
students who were women demonstrated higher levels of acculturative stress than their peers 
who were men. Per Common University Data Ontario (2017), 58% of the international students 
who enrolled for degree programs at Western University were women. In line with this statistic, 
the majority of participants in Studies 2 and 3 were women. These findings imply that 
acculturative stress could be affecting a large proportion of international students at Western. In 
response, stakeholders at Western University may wish to conduct focus groups or interview 
studies to probe the underlying cause of this relationship. Such follow-up is important given that 
acculturative stress has been found to predict lower career outcome expectations (Reynolds & 
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Constantine, 2007) and poorer academic adjustment (Cura & Isik, 2016), and is tied to a reduced 
tendency to engage in help-seeking behaviours (Tung, 2011), Taken together, such findings 
suggest that if acculturative stress remains unchecked, it could contribute to decline in 
sociocultural adjustment and success both in university and thereafter. As such, follow-up with 
women who are international students could potentially aid those working in international 
student services with the creation of resources or interventions to help assuage the burdens 
associated with acculturative stress and promote student success and wellness.     
 Limitations and Future Directions 
In both the studies where international students were compared against their immigrant and 
Canadian born peers (i.e., Studies 1 and 4), recruitment of international students was a challenge. 
Consequently, the sample size for international students was smaller than the sample size for 
Canadian born students or immigrant students. It should be noted that this pattern of limited 
participation from international students is consistent with other research (e.g., 24 % response 
rate; Poyzrali, Kavanaugh, Baker & Al-Timimi, 2004). Recent research has indicated that even 
with a lower response rate, researchers can derive findings which are considered good estimates 
of the population (Fosnacht, Sarraf, Howe, & Peck, 2017). However, with a smaller sample, 
there is still a constraint on what types of statistical analyses can be conducted (e.g., procedures 
which involve complex modelling require very large samples). Given this limitation, further 
research should be conducted in order to test more complex hypotheses and to assess whether 
findings from the comparative studies can be replicated in samples with a more balanced 
distribution of international to non-international students. A second limitation which should be 
acknowledged is that across all studies, due to moderate sample sizes both overall (Study N’s 
range from 159-239), and small subset sample sizes (Subset N’s ranging from 26-90), the 
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analyses conducted in the studies may be underpowered. This assertion is supported by research 
which has shown that with unbalanced or small sample sizes, the ability to detect true effects is 
hampered (Button, Ioannidis, Mokrysz, Nosek, Flint, Robinson, & Munafò, 2013). The 
implication of this limitation is that findings obtained in this research should be interpreted with 
caution. Replication attempts should use larger samples with more equal subsets in order to 
verify the effects obtained in this dissertation.  
Another limitation which is true across all studies is that there are limits to the 
generalizability of these studies. Specifically, these study findings may be applicable to key 
stakeholders at other mid-sized research institutions in Ontario. Depending on the geographic 
context, the ethnic composition and ratio of international to non-international students differs 
across institutions. As an example, Pidgeon and Andres (2005) described the four Canadian 
universities sampled in their research, and reported that these institutions varied in the proportion 
of international students enrolled (between 6-18%), proportion of students who speak a language 
other than English (e.g., 18% versus 38%) and in terms of the most highly represented countries 
of origin. Such differences are non-trivial as they may have implications for the type of 
experiences that students have at university and their self-perceptions. Additionally, Western 
University has numerous resources to aid with student success such as connections with 
international peer guides, leadership and mentorship programs, a wellness education center, and 
academic support services (Western University, 2019), and as such, some of the study results 
obtained may be unique to this institution. This said, given the trend of increased international 
student enrolment in Canada (Canadian Bureau for International Education, 2018a) and countries 
world over (International Consultants for Education and Fairs Monitor, 2016), the findings from 
this research about how international and non-international students differ in self-views and 
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outcomes could be relevant to those at any institution with a large uptake of international 
students. 
A fourth limitation to note is that the domain specific self-concepts in this study may be 
confounded with performance or skill-based constructs (e.g., self-efficacy), and the lack of data 
on relevant control variables limits interpretability. As an example, per the self-concept measure 
used in this research, the academic self-concept subscale is focused on self-perceptions about 
proficiency in academics as well as the importance one places on academic study and 
performance. Since a few of the questions comprising the academic self-concept measure focus 
specifically on skill and performance (e.g., I get good marks in most academic subjects or I could 
never get academic honours, even if I tried harder), it is difficult to disentangle whether the 
prediction of variables such as GPA by academic self-concept would hold once other variables 
such as academic self-efficacy or prior academic achievement are taken into consideration. 
Specifically, it may be the case that a relationship between GPA and academic achievement may 
be mediated by academic self-efficacy or that high school GPA makes the biggest contribution to 
prediction of university achievement. Due to feasibility constraints (e.g., participant privacy), it 
was not possible to obtain data on desired control variables (e.g., high school GPA). However, it 
is recommended that replication efforts include control variables such as the following: high 
school GPA, SES, parental education, past academic accolades, academic self-efficacy, 
attendance at university preparatory workshops etc., as these will allow for a better 
understanding of the unique contributions of self-concept in predictive models. 
A final limitation which requires mention is that across the studies, it is possible that the 
categorization of students as immigrant, international, and Canadian born for this research may 
be confounded by ethnicity. Across the studies, those who self-identified as being immigrant or 
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international were primarily Chinese (South Asian being the next most highly represented 
ethnicity), and in contrast the Canadian born group predominantly included individuals who self-
identified as White. This confound could imply that the differences obtained do not reflect 
differences based on student group membership, and instead reflect ethnic differences. To 
elaborate, since most non-Canadian participants were Asian in origin, it may be that the way in 
which these participants responded to the questionnaires reflects their experiences as being 
Asians as compared to being immigrants or international students. Additionally, these findings 
may not have widespread applicability given that international, immigrant, and Canadian-born 
students represent broad labels, and within each group there may be substantial heterogeneity. 
Findings from this study are most applicable to comparisons made between White Canadian 
students and Asian immigrant and international students. However, China is a top source country 
for international students to Canada (Canadian Bureau for International Education, 2018a). As 
such, the high representation of Chinese international students in relation to students from other 
ethnicities in this research could be construed as an accurate reflection of the demographic 
landscape as compared to seen as a confound.  
Various research offshoots could stem from this dissertation, and some examples are stated 
here. In Study 1, evidence for cross-group differences in self-concept were present, but this 
pattern was only seen for self-concept domains which were academic (e.g., verbal self-concept). 
One future direction would be to test whether non-academic self-concept differences are more 
likely to be documented if participants are asked about these domains when a context other than 
university is most salient. To test this, non-academic self-concept should be examined in non-
academic contexts (e.g., religious institutions, at homes etc.).  Also, sample size permitting, 
future studies should strive to examine the factors which could be driving self-concept 
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differences (e.g., Do immigrant students have higher math self-concept because they are 
members of a specific ethnic group that is high achieving?).   
In Studies 2 and 3, priming procedures were employed to ascertain whether threat would 
influence self-views, and this approach did not yield significant effects, so alternative approaches 
might be more effective to employ in future research. Testing the effects of threat on self-views 
by using a procedure that does not involve priming seems apt given that there is some 
controversy concerning the effectiveness and replicability of priming research (Molden, 2014). 
Instead of trying to prime participants with threat versus non-threat contexts, a priori groups 
which differ on threat levels could be used. As an example, participants can be separated into 
groups of higher or lower neuroticism or trait anxiety (or alternatively, be categorized based on 
possessing a cluster of pre-specified traits) and compared on variables such as self-esteem or 
self-concept clarity. Per this logic, those who score very high on trait anxiety can by proxy be 
considered as individuals in whom threat is perpetually salient. In the future, researchers may 
also wish to examine international students in higher education who are not undergraduates. 
International graduate students represent a population of individuals who are understudied 
(Hyun, Quinn, Madon, & Lustig, 2007). Hyun and colleagues (2007) described that this set of 
international students were just as likely to face stress and emotional problems as were domestic 
students, but that they were less aware of counselling services, and were less likely to utilize 
such services. Unmet mental health needs may make international graduate students feel 
threatened and vulnerable, and studying how threat affects self-views for this group of students 
could be applied towards providing better supports. 
In Study 4, a useful future direction may be to explore longitudinally the nature of 
relationships between self-views, academic achievement and anxiety, and satisfaction with life.  
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Through measuring all these variables at multiple time points, it becomes possible to test for 
mutual causality or causal ordering effects. Another possible research direction would involve 
studying the prediction of self-views on academic and non-academic outcomes by examining 
whether a correspondence exists between self-report and informant reports of variables 
examined. This recommendation is being made because although self-report measures offer 
advantages such as ease of administration and direct access to information about an individual, 
there are disadvantages which include response biases and lack of self-knowledge in some areas 
(McDonald, 2008). The use of informant reports may offer a way in which some of the cons of 
self-report can be addressed. Informant reports have the advantage of greater objectivity and can 
offer insights into cross-situation consistency in individuals characteristics (McDonald, 2008). 
By using both types of report in research, it becomes possible to develop richer regression 
models that could explain a greater proportion of variance and outline meaningful interaction 
effects in the prediction of outcomes of interest. In support of this assertion, McDonald (2008) 
has outlined that two advantages of a multiple method approach are enhanced construct validity 
and the ability to answer novel research questions which would not be doable using a single 
method.   
 Concluding Remarks 
To sum, this quartet of studies offered an in-depth lens into the understudied topic of self-
views for those in the higher education. The key aim was to find if and to what extent groups 
differed in levels of self-views, predictors of these self-views, and the ability to predict academic 
and non-academic outcomes. International, immigrant, and Canadian born students differed 
across academic domains (e.g., math self-concept) and there were group variations in predictor-
criterion relationships (e.g., for self-concept clarity predicting life satisfaction). In the studies 
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which only used international students, there was some evidence that self-views vary depending 
on the interplay between contextual and personality variables (e.g., general self-views did not 
drop as much with increasing levels of acculturative stress for those in a positive condition). 
Gender differences mostly aligned with past research and partially replicated across studies. My 
findings underscore the need to explore not ignore group differences when researching self-
views and has applications for stakeholders focused on student wellness and success. 
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Table 1 
  
Relationship between Social Desirability and Key Study Variables 
 
Note. Sample sizes for international group range from 21-25. Sample sizes for immigrant group range from 57-64. Sample sizes for 
the Canadian group range from 65-73. * p < .01, ** p < .001. 
 
 
 
 
International Immigrant Canadian born 
 
SD-Tot SD-SDE SD_IM SD-Tot SD-
SDE 
SD_IM SD-Tot SD-SDE SD_IM 
Math Self-Concept .28 .35 .09 .10 .20 -.06 .05 .03 .00 
Religion Self-Concept .29 .51* .03 -.11 -.28* .13 .20 .14 .14 
General Self-Concept .06 .49* -.25 .46** .60** .06 .50** .64** .09 
Honesty Self-Concept .43* .28 .45* .50** .03 .62** .58** .38** .55** 
Opposite Sex Self-Concept .04 .22 -.22 .21 .45** -.14 .28* .37** .04 
Verbal Self-Concept .39 .51* .15 .05 .14 -.06 .29* .30* .15 
Emotional Stability Self-Concept .21 .43* -.03 .21 .51** -.22 .54** .64** .18 
Parent Self-Concept .36 .59** .09 .43** .44** .17 .36** .40** .14 
Academic Self-Concept .27 .60** -.05 .49** .43** .25* .38** .45** .15 
Problem Solving Self-Concept .29 .67** -.08 .18 .19 .06 .18 .26* -.02 
Physical Appearance Self-Concept  -.03 .31 -.28 .28* .43** -.05 .38** .44** .11 
Same Sex Self-Concept .31 .48* .16 .14 .27* -.07 .30* .41** .04 
Physical Abilities Self-Concept .21 .48* -.06 .05 .19 -.11 .20 .20 .12 
Social Desirability Total (SD-TOT) 1.00 .71** .82** 1.00 .67** .71** 1.00 .81** .78** 
SD-Self-Deceptive Enhancement 
(SD-SDE) 
.71** 1.00 .18 .67** 1.00 -.04 .81** 1.00 .27* 
SD-Impression Management        
(SD-IM) 
.82** .18 1.00 .71** -.04 1.00 .78** .27* 1.00 
Positive Affect .16 .41* -.08 .38** .33** .20 .36** .37** .11 
Negative Affect -.50* -0.43* -.36 -.25 -.37** .03 -.43** -.56** -.13 
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Appendix B: Histograms and Auxiliary Analyses for Study 2 
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Order Effects Check Summary 
 
An ANOVA analysis was conducted to ascertain whether there were any statistically significant order effects for any of the 
key study variables. Only the Mastery T-score varied significantly between groups, F(3, 150) = 3.30, p =.022, η² = .06. Descriptives 
for these conditions are as follows: Order 1 (M = 47.54, SD = 10.92, N = 40); Order 2(M = 52.89, SD = 8.94, N = 38); Order 3 (M = 
47.81, SD = 10.86, N = 42); Order 4 (M = 52.36,  SD = 7.59, N = 34). The combined dataset was used for all subsequent analyses 
given that only one key variable differed across groups thereby suggesting that it would be appropriate to pool orders since scores 
were comparable21. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
21
 Resilience was measured using an aggregate score of t-scored Mastery and t-scored Relatedness and there were no differences across orders on this aggregate 
variable F(3, 145) = 1.60, p = .191, η² = .03, thereby further suggesting that merging the data was valid. 
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Table 1 
Main Effects and Interaction Regression Models (Gender + Threat Condition) for Self-Esteem 
Note. Model 1 represents the threat-only model, model 2 is the model testing for main effects, and model 3 is the interaction model. Gender is 
dummy coded. Threat condition is denoted as 2 dummy coded variables. *p < .05, **p < .01, *** p <  .001. 
 
 
 
 
  Threat Predictors only Threat Predictors and 
Moderator   
Main Effects and Interaction 
Terms 
Variable B SE B β B SE B β B SE B β 
Intercept 51.16 1.35  *** 53.57 1.79  *** 52.86 2.53  *** 
Symbolic Threat -2.83 1.89 -.14 -2.93 1.87 -.15 -1.42 3.47 -.07 
Realistic Threat 2.09 1.88 -.10 -2.16 1.86 -.11 -1.61 3.47 -.08 
Gender    -3.35 1.66 -.16* -2.36 2.99 -.11 
Gender*Symbolic Threat       -2.14 4.13 -.10 
Gender*Realistic Threat       -0.76 4.12 -.03 
R2 .02 .04 .04 
F change  1.21 4.08* 0.14 
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Table 2 
Main Effects and Interaction Regression Models (Gender + Threat Condition) for General Self-Concept  
  Threat Predictors only Threat Predictors and 
Moderator   
Main Effects and Interaction 
Terms 
Variable B SE B β B SE B β B SE B β 
Intercept 72.42 1.77  *** 75.88 2.40  *** 74.69 3.42  *** 
Symbolic Threat -4.95 2.48 -.19* -5.11 2.46 -.19* -0.56 4.67 -.02 
Realistic Threat -1.58 2.48 -.06 -1.74 2.46 -.07 -2.89 4.67 -.11 
Gender    -4.67 2.22 -.17* -3.07 3.97 -.11 
Gender*Symbolic Threat       -6.37 5.49 -.22 
Gender*Realistic Threat       1.72 5.49 .06 
R2 .03 .06 .07 
F change  2.08 4.41* 1.26 
Note. Model 1 represents the threat-only model, model 2 is the model testing for main effects, and model 3 is the interaction model. Gender is 
dummy coded. Threat condition is denoted as 2 dummy coded variables. *p < .05, **p < .01, *** p < .001. 
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Table 3 
Main Effects and Interaction Regression Models (Gender + Threat Condition) for Academic Self-Concept 
  Threat Predictors only Threat Predictors and 
Moderator   
Main Effects and Interaction 
Terms 
Variable B SE B β B SE B β B SE B β 
Intercept 53.64 1.63  *** 55.43 2.31  *** 58.60 3.50  *** 
Symbolic Threat -1.32 2.27 -.06 -1.52 2.28 -.07 -2.60 4.51 -.11 
Realistic Threat -0.44 2.27 -.02 -0.64 2.28 -.03 -8.00 4.51 -.34†  
Gender    -2.28 2.08 -.09 -6.30 3.94 -.25 
Gender*Symbolic Threat       1.05 5.21 .04 
Gender*Realistic Threat       10.02 5.21 .39
† 
R2 .00 .01 .04 
F change  0.18 1.20 2.45 
Note. Model 1 represents the threat-only model, model 2 is the model testing for main effects, and model 3 is the interaction model. Gender is 
dummy coded. Threat condition is denoted as 2 dummy coded variables. † =  p between .05 and .08, *p  <  .05,  **p < .01, *** p < .001. 
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Table 4 
Main Effects and Interaction Regression Models (Gender + Threat Condition) for Verbal Self-Concept 
  Threat Predictors only Threat Predictors and 
Moderator   
Main Effects and Interaction 
Terms 
Variable B SE B β B SE B β B SE B β 
Intercept 50.22 1.61  *** 52.73 2.19  *** 53.69 3.13  *** 
Symbolic Threat -3.47 2.25 -.14 -3.63 2.24 -.15 -2.38 4.21 -.10 
Realistic Threat 0.19 2.23 .01 0.13 2.22 .01 -4.03 4.27 -.17 
Gender    -3.39 2.01 -.13 -4.69 3.64 -.19 
Gender*Symbolic Threat       -1.90 4.97 -.07 
Gender*Realistic Threat       5.72 5.00 .22 
R2 .02 .04 .06 
F change  1.71 2.84 1.34 
Note. Model 1 represents the threat-only model, model 2 is the model testing for main effects, and model 3 is the interaction model. Gender is 
dummy coded. Threat condition is denoted as 2 dummy coded variables. *p < .05, **p < .01, *** p < .001. 
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Figure 1. Mean academic self-concept as a function of gender and condition 
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Appendix C:Histograms and Auxiliary Analyses for Study 3: Tables and Figures 
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Order Effects Check Summary 
Self-concept clarity differed across orders, t(232) = -2.10, p = .037, d = .27, g = .27 (Order 1: M = 28.96, SD = 7.04, N = 117; Order 2: 
M = 30.93, SD = 7.32, N = 117). There were also differences on the BIDR-SDE subscale (i.e., the self-deceptive enhancement 
subscale of the social desirability measure used), t(234) = -2.21, p < .028 d =.29, g = .29 (Order 1: M = 26.96, SD = 6.10, N = 119; 
Order 2: M = 28.70, SD = 5.99, N = 117) and for resilience t(218) = -2.07, p = .040 d = .28 , g = .28 (Order 1: M = 48.78, SD = 9.06, N 
= 110; Order 2: M = 51.25, SD = 8.67, N = 110). The combined data was used in subsequent analyses given that there were few 
differences thereby suggesting that scores were mostly comparable across orders22. 
 
 
 
 
 
 
 
 
 
 
 
 
22
 Survey order was not deemed problematic because across the test conditions there was a roughly equal percentage of Order 1 to Order 2 (Neutral: 56 to 44; 
Realistic: 53 to 47; Symbolic: 49 to 51; Positive: 43 to 57), and each of the conditions had a roughly equal sample size for the variables on which order 
differences were found. This thereby suggests that any effects due to order could cancel out when test condition was taken into consideration. 
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Table 1 
Main Effects and Interaction Regression Models (Gender + Threat Condition) for Self-Esteem as an Outcome  
  Threat Predictors only Threat Predictors and Moderator   Main Effects and Interaction Terms 
Variable B SE B β B SE B β B SE B β 
Intercept 48.58 1.27 *** 49.20 1.69 *** 50.77 2.58 *** 
Symbolic Threat 1.49 1.75 .07 1.46 1.76 .07 -5.02 3.47 -.24 
Realistic Threat 0.24 1.78 .01 0.29 1.78 .01 1.83 3.91 .08 
Positive Non-Threat -0.40 1.76 -.02 -0.44 1.77 -.02 -0.42 3.43 -.02 
Gender 
   
-0.81 1.45 -.04 -2.86 2.95 -.13 
Gender*Symbolic Threat 
      
8.75 4.01 .37* 
Gender*Realistic Threat 
      
-1.71 4.38 -.07 
Gender*Positive Non-Threat 
      
-0.18 3.98 -.01 
R2 .01 .01 .04 
F change  0.44 0.31 2.88* 
Note. Model 1 represents the threat-only model, model 2 is the model testing for main effects,  and model 3 is the interaction model. Gender is 
dummy coded. Threat condition is denoted as 3 dummy coded variables. *p  <  .05,  **p  <  .01, *** p  <  .001. 
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Table 2 
Main Effects and Interaction Regression Models (Gender + Threat Condition) for General Self-Concept as an Outcome  
  Threat Predictors only Threat Predictors and Moderator   Main Effects and Interaction Terms 
Variable B SE B β B SE B  β B SE B β 
Intercept 59.36 1.63 *** 60.95 2.17 *** 63.79 3.18 *** 
Symbolic Threat 1.61 2.30 .06 1.61 2.30 .06 -9.36 4.49 -.34* 
Realistic Threat 0.37 2.32 .01 0.58 2.33 .02 4.59 5.27 .16 
Positive Non-Threat -0.76 2.29 -.03 -0.90 2.29 -.03 -2.68 4.24 -.10 
Gender 
   
-2.12 1.92 -.08 -5.91 3.67 -.21 
Gender*Symbolic Threat 
      
14.62 5.19 .47** 
Gender*Realistic Threat 
      
-4.25 5.85 -.14 
Gender*Positive Non-Threat 
      
2.23 4.99 .07 
R2 .01 .01 .07 
F change  0.37 1.22 4.37** 
Note. Model 1 represents the threat-only model, model 2 is the model testing for main effects,  and model 3 is the interaction model. Gender is 
dummy coded. Threat condition is denoted as 3 dummy coded variables. *p  <  .05,  **p  <  .01, *** p  <  .001. 
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Table 3 
Main Effects and Interaction Regression Models (Gender + Threat Condition) for Academic Self-Concept as an Outcome  
  Threat Predictors only Threat Predictors and Moderator   Main Effects and Interaction Terms 
Variable B SE B β B SE B β B SE B β 
Intercept 47.13 1.30 *** 46.84 1.73 *** 47.21 2.62 *** 
Symbolic Threat -0.71 1.83 -.03 -0.70 1.83 -.03 -3.21 3.59 -.14 
Realistic Threat -0.63 1.87 -.03 -0.67 1.88 -.03 -0.34 4.35 -.02 
Positive Non-Threat -3.21 1.82 -.15†  -3.19 1.83 -.14 -2.27 3.50 -.10 
Gender 
   
0.38 1.52 .02 -0.12 3.03 -.01 
Gender*Symbolic Threat 
      
3.45 4.18 .14 
Gender*Realistic Threat 
      
-0.33 4.83 -.01 
Gender*Positive Non-Threat 
      
-1.36 4.11 -.05 
R2 .02 .02 .02 
F change  1.22 0.06 0.53 
Note. Model 1 represents the threat-only model, model 2 is the model testing for main effects,  and model 3 is the interaction model. Gender is 
dummy coded. Threat condition is denoted as 3 dummy coded variables. † =  p between .05 and .08, *p < .05, **p < .01, *** p < .001. 
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Table 4 
Main Effects and Interaction Regression Models (Gender + Threat Condition) for Verbal Self-Concept as an Outcome  
  Threat Predictors only Threat Predictors and Moderator   Main Effects and Interaction Terms 
Variable B SE B β B SE B β B SE B β 
Intercept 43.39 1.31 *** 44.46 1.73 *** 45.64 2.64 *** 
Symbolic Threat -1.41 1.83 -.06 -1.44 1.83 -.06 -2.96 3.61 -.13 
Realistic Threat -1.57 1.86 -.07 -1.44 1.86 -.06 -4.42 4.22 -.20 
Positive Non-Threat -1.38 1.83 -.06 -1.45 1.83 -.07 -2.37 3.52 -.11 
Gender 
   
-1.42 1.51 -.06 -3.00 3.05 -.13 
Gender*Symbolic Threat 
      
2.03 4.20 .08 
Gender*Realistic Threat 
      
3.71 4.71 .15 
Gender*Positive Non-Threat 
      
1.19 4.13 .05 
R2 .00 .01 .01 
F change  0.31 0.89 0.22 
Note. Model 1 represents the threat-only model, model 2 is the model testing for main effects,  and model 3 is the interaction model. Gender is 
dummy coded. Threat condition is denoted as 3 dummy coded variables. *p  <  .05, **p  <  .01, *** p  <  .001. 
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Table 5 
Main Effects and Interaction Regression Models (Gender, Acculturative Stress, and Threat Condition) for Self-Esteem  
  Threat Predictors only Threat Predictors and Moderators 2-way interaction Model 3 -way interaction Model 
Variable B SE B β B SE B β B SE B β B SE B Β 
Intercept 48.71 1.28  *** 48.90 1.61  *** 49.12 2.51  *** 49.12 2.51  *** 
Symbolic Threat 2.25 1.77 .11 2.29 1.65 .11 -0.48 3.47 -.02 -0.24 3.47 -.01 
Realistic Threat 0.39 1.81 .02 0.19 1.68 .01 2.77 3.89 .13 7.30 5.37 .34 
Positive Non-Threat -0.89 1.77 -.04 -1.35 1.65 -.06 -1.40 3.38 -.07 -2.32 3.55 -.11 
Gender 
   
0.06 1.41 .00 -0.17 2.88 -.01 -0.17 2.88 -.01 
Acc. Stress 
   
-0.17 0.03 -.37*** -0.20 0.06 -.46** -0.20 0.06 -.46** 
Gender*Symbolic 
      
3.44 3.97 .15 3.16 3.98 .14 
Gender*Realistic 
      
-3.17 4.38 -.14 -7.66 5.71 -.33 
Gender*Positive 
      
-0.03 3.91 -.00 0.86 4.05 .04 
Acc*Symbolic 
      
0.08 0.08 .10 -0.08 0.17 -.09 
Acc*Realistic  
      
0.06 0.08 .07 0.41 0.30 .47 
Acc*Positive 
      
0.02 0.08 .02 -0.11 0.18 -.12 
GenderxcAccStressxSymbolic          0.18 0.17 .19 
GenderxcAccStressxRealistic          -0.36 0.30 -.40 
GenderxcAccStressxPositive          0.15 0.18 .15 
R2 and F Change Statistics for all Models 
R
2
 .02 .15 .17 .18 
F change  1.16 17.12*** 0.61 1.09 
Note. Model 1 represents the threat-only model, model 2 is the model testing for main effects,  and model 3 is the 2-way interaction model, and model 4 is the 3-
way interaction model. Acculturative stress is mean-centered. Gender is dummy coded. Threat condition is denoted as 3 dummy coded variables. *p  <  .05,  **p  
<  .01, *** p  <  .001. 
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Table 6 
Main Effects and Interaction Regression Models (Gender, Acculturative Stress, and Threat Condition) for General Self-Concept   
  Threat Predictors only Threat Predictors and Moderators 2-way interaction Model 3 -way interaction Model 
Variable B SE B β B SE B β B SE B β B SE B  β 
Intercept 58.98 1.68  *** 60.10 2.11  *** 61.10 3.14  *** 61.10 3.12  *** 
Symbolic Threat 2.79 2.37 .10 2.91 2.22 .11 -3.57 4.60 -.13 -3.30 4.58 -.12 
Realistic Threat 0.66 2.39 .02 0.68 2.24 .02 5.12 5.15 .18 15.40 7.50 .55* 
Positive Non-Threat -0.61 2.35 -.02 -1.16 2.20 -.04 -1.50 4.24 -.06 -1.91 4.46 -.07 
Gender 
   
-1.22 1.90 -.04 -2.38 3.66 -.08 -2.38 3.63 -.08 
Acc. Stress 
   
-0.20 0.04 -.36*** -0.33 0.08 -.58*** -0.33 0.08 -.58*** 
Gender*Symbolic 
      
8.07 5.27 .27 7.74 5.24 .26 
Gender*Realistic 
      
-5.36 5.80 -.18 -15.54 7.92 -.52† 
Gender*Positive 
      
0.45 4.99 .01 0.84 5.16 .03 
Acc*Symbolic 
      
0.15 0.11 .13 -0.15 0.24 -.13 
Acc*Realistic  
      
0.18 0.11 .16 0.91 0.40 .81* 
Acc*Positive 
      
0.24 0.11 .20* 0.18 0.23 .15 
GenderxcAccStressxSymbolic          0.34 0.24 .28 
GenderxcAccStressxRealistic          -0.76 0.40 -.64† 
GenderxcAccStressxPositive          0.06 0.23 .05 
R2 and F Change Statistics for all Models 
R
2
 .01 .14 .19 .21 
F change  0.79 15.61*** 1.81 1.86 
Note. Model 1 is the threat-only model, model 2 is the model testing for main effects,  and model 3 is the 2-way interaction model, and model 4 is the 3-way interaction model. 
Acculturative stress is mean-centered. Gender is dummy coded. Threat condition is denoted as 3 dummy coded variables. † =  p between .05 and .08, *p  <  .05, **p  <  .01, *** p  
<  .001. 
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Table 7 
Main Effects and Interaction Regression Models (Gender, Acculturative Stress, and Threat Condition) for Academic Self-Concept  
  Threat Predictors only Threat Predictors and Moderators 2-way interaction Model 3 -way interaction Model 
Variable B SE B β B SE B β B SE B β B SE B β 
Intercept 47.31 1.34  *** 46.27 1.72  *** 46.53 2.61  *** 46.53 2.59  *** 
Symbolic Threat -0.72 1.88 -.03 -0.54 1.79 -.02 -1.34 3.67 -.06 -0.98 3.65 -.04 
Realistic Threat -0.43 1.94 -.02 -0.84 1.85 -.04 -0.15 4.46 -.01 -8.57 6.26 -.37 
Positive Non-Threat -3.99 1.86 -.18* -4.33 1.78 -.20* -5.00 3.53 -.23 -5.98 3.70 -.27 
Gender 
   
1.61 1.53 .07 1.33 3.05 .06 1.33 3.02 .06 
Acc. Stress 
   
-0.15 0.03 -.32*** -0.20 0.06 -.42** -0.20 0.06 -.42** 
Gender*Symbolic 
      
0.90 4.25 .04 0.45 4.22 .02 
Gender*Realistic 
      
-0.80 4.96 -.03 7.58 6.61 .31 
Gender*Positive 
      
0.77 4.14 .03 1.73 4.27 .07 
Acc*Symbolic 
      
0.08 0.09 .08 -0.16 0.18 -.17 
Acc*Realistic  
      
0.12 0.09 .12 -0.55 0.36 -.57 
Acc*Positive 
      
0.01 0.09 .01 -0.13 0.19 -.13 
GenderxcAccStressxSymbolic          0.27 0.19 .27 
GenderxcAccStressxRealistic          0.69 0.36 .68† 
GenderxcAccStressxPositive          0.15 0.19 .15 
R2 and F Change Statistics for all Models 
R
2
 .03 .13 .14 .16 
F change  1.95 11.60*** 0.40 2.12 
Note. Model 1 is the threat-only model, model 2 is the model testing for main effects,  and model 3 is the 2-way interaction model, and model 4 is the 3-way interaction model. 
Acculturative stress is mean-centered. Gender is dummy coded. Threat condition is denoted as 3 dummy coded variables. † =  p between .05 and .08, *p  <  .05,  **p  <  .01, *** p  
<  .001. 
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Table 8 
Main Effects and Interaction Regression Models (Gender, Acculturative Stress, and Threat Condition) for Verbal Self-Concept  
  Threat Predictors only Threat Predictors and Moderator s 2-way interaction Model 3 -way interaction Model 
Variable B SE B β B SE B β B SE B β B SE B β 
Intercept 43.29 1.39  *** 43.71 1.75  *** 43.64 2.67  *** 43.64 2.68  *** 
Symbolic Threat -1.03 1.94 -.05 -1.13 1.83 -.05 0.75 3.75 .03 0.67 3.77 .03 
Realistic Threat -1.03 1.98 -.04 -1.34 1.87 -.06 -3.99 4.35 -.17 -8.30 5.92 -.36 
Positive Non-Threat -1.50 1.93 -.07 -2.11 1.83 -.09 -2.75 3.60 -.12 -3.40 3.83 -.15 
Gender 
   
-0.06 1.56 .00 0.23 3.14 .01 0.23 3.15 .01 
Acc. Stress 
   
-0.16 0.03 -.34*** -0.23 0.07 -.47** -0.23 0.07 -.47** 
Gender*Symbolic 
      
-2.79 4.35 -.11 -2.70 4.38 -.11 
Gender*Realistic 
      
2.91 4.90 .12 7.18 6.32 .29 
Gender*Positive 
      
0.57 4.25 .02 1.20 4.44 .05 
Acc*Symbolic 
      
0.12 0.09 .13 0.18 0.19 .19 
Acc*Realistic  
      
0.11 0.09 .12 -0.26 0.36 -.27 
Acc*Positive 
      
-0.01 0.09 -.01 -0.09 0.19 -.10 
GenderxcAccStressxSymbolic          -0.06 0.19 -.06 
GenderxcAccStressxRealistic          0.38 0.36 .38 
GenderxcAccStressxPositive          0.10 0.20 .09 
R2 and F Change Statistics for all Models 
R
2
 .00 .12 .14 .15 
F change  0.21 13.70*** 0.90 0.51 
Note. Model 1 represents the threat-only model, model 2 is the model testing for main effects,  and model 3 is the 2-way interaction model, and model 4 is the 3-
way interaction model. Acculturative stress is mean-centered. Gender is dummy coded. Threat condition is denoted as 3 dummy coded variables. *p  <  .05,  **p  
<  .01, *** p  <  .001. 
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Table 9 
Main Effects and Interaction Regression Models (Self-Concept Clarity + Threat Condition) for Self-Esteem as an Outcome  
  Threat Predictors only Threat Predictors and Moderator   Main Effects and Interaction Terms 
Variable B SE B β B SE B β B SE B β 
Intercept 48.13 1.28 *** 48.21 1.05 *** 48.22 1.05 *** 
Symbolic Threat 1.67 1.77 .08 1.46 1.45 .07 1.42 1.45 .07 
Realistic Threat 0.92 1.77 .04 1.15 1.46 .05 1.07 1.46 .05 
Positive Non-Threat -0.11 1.77 -.01 -0.08 1.46 .00 -0.11 1.46 -.01 
Self-Concept Clarity(SCC) 
   
0.74 0.07 .57*** 0.84 0.14 .65*** 
SCC*Symbolic Threat 
      
0.10 0.20 .04 
SCC*Realistic Threat 
      
-0.25 0.20 -.09 
SCC*Positive Non-Threat 
      
-0.22 0.19 -.09 
R2 .01 .33 .34 
F change  0.46 108.12*** 1.39 
Note. Model 1 represents the threat-only model, model 2 is the model testing for main effects,  and model 3 is the interaction model. Self-concept 
clarity is mean-centered. Threat condition is denoted as 3 dummy coded variables. *p  <  .05,  **p  <  .01, *** p  <  .001. 
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Table 10 
Main Effects and Interaction Regression Models (Self-Concept Clarity + Threat Condition) for General Self-Concept as an Outcome  
  Threat Predictors only Threat Predictors and Moderator   Main Effects and Interaction Terms 
Variable B SE B β B SE B β B SE B β 
Intercept 58.73 1.65 *** 58.88 1.37 *** 58.91 1.37 *** 
Symbolic Threat 1.91 2.33 .07 1.99 1.94 .07 2.03 1.93 .07 
Realistic Threat 1.33 2.33 .05 1.55 1.94 .06 1.41 1.93 .05 
Positive Non-Threat -0.14 2.32 -.01 -0.22 1.93 -.01 -0.27 1.92 -.01 
Self-Concept Clarity(SCC) 
   
0.93 0.10 .56*** 1.13 0.17 .67*** 
SCC*Symbolic Threat 
      
0.08 0.27 .02 
SCC*Realistic Threat 
      
-0.46 0.27 -.13 
SCC*Positive Non-Threat 
      
-0.39 0.25 -.13 
R2 .01 .31 .33 
F change  0.37 97.09*** 1.99 
Note. Model 1 represents the threat-only model, model 2 is the model testing for main effects,  and model 3 is the interaction model. Self-concept 
clarity is mean-centered. Threat condition is denoted as 3 dummy coded variables. *p  <  .05.  **p  <  .01. *** p  <  .001. 
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Table 11 
Main Effects and Interaction Regression Models (Self-Concept Clarity + Threat Condition) for Academic Self-Concept as an Outcome  
  Threat Predictors only Threat Predictors and Moderator   Main Effects and Interaction Terms 
Variable B SE B β B SE B β B SE B β 
Intercept 46.73 1.32 *** 46.75 1.23 *** 46.76 1.21 *** 
Symbolic Threat -0.45 1.85 -.02 -0.47 1.72 -.02 -0.48 1.70 -.02 
Realistic Threat 0.07 1.87 .00 0.10 1.74 .00 0.09 1.72 .00 
Positive Non-Threat -2.88 1.84 -.13 -2.87 1.71 -.13 -2.90 1.69 -.13 
Self-Concept Clarity(SCC) 
   
0.50 0.08 .37*** 0.64 0.15 .47*** 
SCC*Symbolic Threat 
      
0.14 0.24 .05 
SCC*Realistic Threat 
      
-0.17 0.24 -.06 
SCC*Positive Non-Threat 
      
-0.47 0.22 -.19* 
R2 .02 .15 .18 
F change  1.17 35.06*** 2.61† 
Note. Model 1 represents the threat-only model, model 2 is the model testing for main effects,  and model 3 is the interaction model. Self-concept 
clarity is mean centered. Threat condition is denoted as 3 dummy coded variables. † =  p between .05 and .08, *p < .05, **p  < .01, *** p  <  .001. 
 
 
 
 
WHO I AM IS SHAPED BY MY PAST AND IMPACTS MY FUTURE           313 
 
Table 12 
Main Effects and Interaction Regression Models (Self-Concept Clarity+ Threat Condition) for Verbal Self-Concept as an Outcome  
  Threat Predictors only Threat Predictors and Moderator   Main Effects and Interaction Terms 
Variable B SE B β B SE B β B SE B β 
Intercept 43.07 1.33 *** 43.08 1.23 *** 43.09 1.22 *** 
Symbolic Threat -1.26 1.85 -.06 -1.33 1.71 -.06 -1.33 1.70 -.06 
Realistic Threat -1.28 1.86 -.06 -1.02 1.72 -.05 -1.02 1.71 -.05 
Positive Non-Threat -1.18 1.85 -.05 -1.20 1.71 -.05 -1.20 1.70 -.05 
Self-Concept Clarity(SCC) 
   
0.52 0.08 .39*** 0.82 0.15 .61*** 
SCC*Symbolic Threat 
      
-0.35 0.24 -.12 
SCC*Realistic Threat 
      
-0.28 0.23 -.10 
SCC*Positive Non-Threat 
      
-0.58 0.22 -.23** 
R2 .00 .15 .18 
F change  0.22 39.00*** 2.37† 
Note. Model 1 represents the threat-only model, model 2 is the model testing for main effects,  and model 3 is the interaction model. Self-concept 
clarity is mean centered. Threat condition is denoted as 3 dummy coded variables. † =  p between .05 and .08, *p < .05, **p <   .01, *** p < .001. 
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Table 13 
Main Effects and Interaction Regression Models (Time in Canada + Threat Condition) for Self-Esteem as an Outcome  
  Threat Predictors only Threat Predictors and Moderator   Main Effects and Interaction Terms 
Variable B SE B β B SE B β B SE B β 
Intercept 47.56 1.38 *** 47.56 1.39 *** 47.31 1.37 *** 
Symbolic Threat 2.67 1.88 .13 2.66 1.89 .13 2.86 1.86 .14 
Realistic Threat 1.24 1.88 .06 1.24 1.88 .06 1.58 1.86 .08 
Positive Non-Threat 0.88 1.90 .04 0.87 1.91 .04 1.00 1.89 .05 
Months in Canada (Time)    0.00 0.03 .01 -0.14 0.06 -.33* 
Time*Symbolic Threat       0.19 0.09 .20* 
Time*Realistic Threat       0.23 0.09 .25** 
Time*Positive Non-Threat       0.20 0.08 .24* 
R2 .01 .01 .06 
F change  0.71 0.01 3.11* 
Note. Model 1 represents the threat-only model, model 2 is the model testing for main effects,  and model 3 is the interaction model. Time in 
Canada is mean-centered. Threat condition is denoted as 3 dummy coded variables. *p  <  .05,  **p  <  .01, *** p  <  .001. 
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Table 14 
Main Effects and Interaction Regression Models (Time in Canada + Threat Condition) for General Self-Concept as an Outcome  
  Threat Predictors only Threat Predictors and Moderator   Main Effects and Interaction Terms 
Variable B SE B β B SE B β B SE B β 
Intercept 58.19 1.76  *** 58.18 1.77  *** 57.92 1.76  *** 
Symbolic Threat 3.01 2.47 .11 3.04 2.47 .11 3.22 2.46 .12 
Realistic Threat 1.60 2.47 .06 1.61 2.47 .06 1.93 2.46 .07 
Positive Non-Threat 0.70 2.48 .03 0.74 2.49 .03 0.92 2.48 .03 
Months in Canada (Time) 
   
-0.01 0.04 -.02 -0.15 0.08 -.27* 
Time*Symbolic Threat 
      
0.20 0.12 .16 
Time*Realistic Threat 
      
0.23 0.11 .19† 
Time*Positive Non-Threat 
      
0.18 0.11 .17 
R2 .01 .01 .04 
F change  0.56 0.05 1.72 
Note. Model 1 represents the threat-only model, model 2 is the model testing for main effects,  and model 3 is the interaction model. Time in 
Canada is mean-centered. Threat condition is denoted as 3 dummy coded variables. † =  p between .05 and .08,  p < .05, **p <  .01, *** p  <  .001. 
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Table 15 
Main Effects and Interaction Regression Models (Time in Canada + Threat Condition) for Academic Self-Concept as an Outcome  
  Threat Predictors only Threat Predictors and Moderator   Main Effects and Interaction Terms 
Variable B SE B β B SE B β B SE B β 
Intercept 46.13 1.40  *** 46.07 1.40  *** 45.96 1.40  *** 
Symbolic Threat 0.48 1.94 .02 0.60 1.95 .03 0.81 1.94 .04 
Realistic Threat 0.98 1.97 .04 1.01 1.97 .05 1.22 1.97 .05 
Positive Non-Threat -2.51 1.95 -.11 -2.38 1.96 -.11 -2.32 1.95 -.11 
Months in Canada (Time) 
   
-0.03 0.03 -.08 -0.09 0.06 -.21 
Time*Symbolic Threat 
      
-0.01 0.09 -.01 
Time*Realistic Threat 
      
0.17 0.09 .18† 
Time*Positive Non-Threat 
      
0.08 0.08 .10 
R2 .02 .03 .05 
F change  1.29 1.13 1.65 
Note. Model 1 represents the threat-only model, model 2 is the model testing for main effects,  and model 3 is the interaction model. Time in 
Canada is mean-centered. Threat condition is denoted as 3 dummy coded variables.  † =  p between .05 and .08, *p < .05, **p < .01, *** p < .001. 
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Table 16 
Main Effects and Interaction Regression Models (Time in Canada+ Threat Condition) for Verbal Self-Concept as an Outcome  
  Threat Predictors only Threat Predictors and Moderator   Main Effects and Interaction Terms 
Variable B SE B β B SE B β B SE B β 
Intercept 44.13 1.46  *** 44.12 1.46  *** 44.13 1.48  *** 
Symbolic Threat -1.92 2.00 -.09 -1.90 2.01 -.09 -1.93 2.03 -.09 
Realistic Threat -2.82 2.01 -.13 -2.82 2.02 -.13 -2.82 2.04 -.13 
Positive Non-Threat -2.87 2.02 -.13 -2.85 2.03 -.13 -2.80 2.05 -.12 
Months in Canada (Time) 
   
-0.01 0.03 -.01 0.00 0.06 -.01 
Time*Symbolic Threat 
      
0.02 0.10 .02 
Time*Realistic Threat 
      
-0.00 0.09 -.00 
Time*Positive Non-Threat 
      
-0.02 0.09 -.03 
R2 .01 .01 .01 
F change  0.87 0.03 0.06 
Note. Model 1 represents the threat-only model, model 2 is the model testing for main effects,  and model 3 is the interaction model. Time in 
Canada is mean-centered. Threat condition is denoted as 3 dummy coded variables. *p  <  .05,  **p  <  .01, *** p  <  .001. 
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Figure 1.  Gender, acculturative stress, and threat conditions interacting to predict general self-concept 
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Figure 2.  Gender, acculturative stress, and threat conditions interacting to predict academic self-concept 
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Figure 3. Group differences in prediction of academic self-concept by self-concept clarity 
 
 
WHO I AM IS SHAPED BY MY PAST AND IMPACTS MY FUTURE           321 
 
 
 
Figure 4. Group differences in prediction of verbal self-concept by self-concept clarity 
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Figure 5. Group differences in prediction of self-esteem by time in Canada 
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Figure 6. Group differences in prediction of general self-concept by time in Canada 
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Figure 7. Group differences in prediction of academic self-concept by time in Canada 
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Appendix D:Histograms and Auxiliary Analyses for Study 4-Tables and Figures 
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Delay Effects Check Summary 
Only the following variables were significant: a) Life satisfaction t(233) = 2.23. p = .029, d = .30 , g =.31.  No delay (M = 
22.91, SD = 6.85, N = 81) versus Delay (M = 20.97, SD = 6.08, N = 154), b) Math anxiety t(232) = 2.20. p = .029, d = .30 , g = .30. No 
delay (M = 21.81, SD = 6.00, N = 81) versus Delay (M = 20.04, SD = 5.82, N = 153), c) Evaluation Anxiety subscale t(233) = 2.32. p 
=.021, d =.32 , g = .32. No delay (M = 15.33, SD = 3.35, N = 81) versus Delay (M = 14.15, SD = 3.90, N = 154), and d) academic 
motivation t(225) =  1.54. p = .005, d = .39, g = .40. No delay (M = 30.72, SD = 6.57, N = 75) versus  Delay (M = 28.32, SD = 5.72, N 
= 152). 
Order Effects Check Summary 
T-tests were conducted and significant differences were seen for the following variables a) verbal self-concept t(223) = 2.82,  p 
= .005, d  = .38 , g = .38. Order 1 (M = 47.42, SD = 8.61, N = 115) versus Order 2 (M = 44.12, SD = 8.92, N = 110), b) self-esteem 
t(233) = 2.71, p = .007 d = .35 , g = .35. Order 1 (M = 48.40, SD = 10.96, N = 120) versus Order 2 (M = 44.37, SD = 11.89, N = 115), 
c) Math anxiety t(233) = 2.29, p = .023, d = .30 , g = .30. Order 1 (M =  21.51, SD = 5.93, N = 120) versus Order 2 (M = 19.76, SD = 
5.79, N = 115), d) Evaluation Anxiety subscale t(225.18) = 1.98, p =.049,  Δ = .28.  Order 1 (M = 15.03, SD = 3.41, N = 120) versus 
Order 2 (M = 14.07, SD = 4.03, N = 116), and e) Learning Anxiety subscale t(222.91) = 2.16, p = .032, ,  Δ = .25. Order 1 (M = 6.48, 
SD = 3.28, N = 120) versus Order 2 (M = 5.65, SD = 2.53, N = 115). 
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Table 1 
Main Effect and Interaction Regression Models (Math Self-Concept + Student Group) for Math Anxiety as an outcome 
  Self-Concept Only Main Effects Interaction Model 
Variable B SE B β B SE B β B SE B β 
Intercept 20.71 0.35 *** 22.40 0.53 *** 22.46 0.53 *** 
Math -0.21 0.03 -.48*** -0.21 0.02 -.48*** -0.26 0.04 -.59*** 
Immigrant    -1.53 0.77 -.12* -1.57 0.77 -.13* 
International     -4.38 0.84 -.32*** -4.53 0.84 -.33*** 
Math*Immigrant       0.07 0.05 .10 
Math*International        0.12 0.07 .12† 
R2 .23 .31 .33 
F change  66.87*** 13.80*** 1.97 
Note. Model 1 represents the self-concept only model, model 2 is the model testing for main effects,  and model 3 is the interaction model. Math 
self-concept  is mean-centered. Student group is denoted as two dummy coded variables. † =  p between .05 and .08, *p  <  .05, **p  <  .01, *** p  
<  .001. 
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Table 2 
Main Effect and Interaction Regression Models (Self-Concept Clarity + Student Group) for GPA as an outcome 
  Self-Concept Clarity Only Main Effects    Interaction Model 
Variable B SE B β B SE B β B SE B β 
Intercept 77.40 0.63 *** 78.40 1.01 *** 78.45 1.02 *** 
Self-Concept Clarity (SCC) 0.01 0.08 .01 0.00 0.08 .00 -0.04 0.13 -.04 
Immigrant     -0.61 1.48 -.03 -0.60 1.49 -.03 
International    -3.03 1.59 -.14† -3.07 1.60 -.14† 
SCC*Immigrant        
0.09 0.18 .05 
SCC*International    
   0.05 0.21 .02 
R2 .00 .02 .02 
F change  .02 1.93 .11 
Note. Model 1 represents the self-concept clarity only model, model 2 is the model testing for main effects,  and model 3 is the interaction model. 
Self-concept clarity is mean-centered. Student group is denoted as two dummy coded variables † =  p between .05 and .08, *p  <  .05,  **p  <  .01, 
*** p  <  .001. 
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Table 3 
Main Effect and Interaction Regression Models (Self-Concept Clarity + Student Group) for Psychology Grade as an outcome 
  Self-Concept Clarity Only Main Effects    Interaction Model 
Variable B SE B β B SE B β B SE B β 
Intercept 77.06 0.77 *** 79.60 1.19 *** 79.69 1.20 *** 
Self-Concept Clarity(SCC) -0.05 0.10 -.03 -0.07 0.09 -.05 -0.16 0.15 -.11 
Immigrant    -1.86 1.75 -.08 -1.94 1.75 -.08 
International     -7.61 1.92 -.29*** -7.57 1.93 -.29*** 
SCC*Immigrant       0.09 0.21 .04 
SCC*International        
0.23 0.25 .08 
R2 .00 .07 .08 
F change  .23 8.15*** .43 
Note. Model 1 represents the self-concept clarity only model, model 2 is the model testing for main effects,  and model 3 is the interaction model. 
Self-concept clarity is mean-centered. Student group is denoted as two dummy coded variables *p  <  .05,  **p  <  .01, *** p  <  .001. 
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Table 4 
Main Effect and Interaction Regression Models (Self-Concept Clarity + Student Group) for Math Anxiety as an outcome 
  Self-Concept Clarity Only Main Effects    Interaction Model 
Variable B SE B β B SE B β B SE B β 
Intercept 20.65 0.39 *** 22.16 0.60 *** 22.10 0.61 *** 
Self-Concept Clarity (SCC) -0.09 0.05 -.13†  -0.10 0.05 -.14* -0.05 0.08 -.06 
Immigrant    -1.24 0.87 -.10 -1.25 0.87 -.10 
International     -4.15 0.95 -.31*** -4.10 0.95 -.31*** 
SCC*Immigrant       -0.10 0.11 -.09 
SCC*International        -0.09 0.12 -.06 
R2 .02 .09 .10 
F change  3.75† 9.78 *** 0.52 
Note. Model 1 represents the self-concept clarity only model, model 2 is the model testing for main effects,  and model 3 is the interaction model. 
Self-concept clarity is mean-centered. Student group is denoted as two dummy coded variables. † =  p between .05 and .08, *p  <  .05,  **p  <  .01, 
*** p  <  .001. 
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Table 5 
Main Effect and Interaction Regression Models (Self-Concept Clarity + Student Group) for Life Satisfaction as an outcome 
  Self-Concept Clarity Only Main Effects    Interaction Model 
Variable B SE B β B SE B β B SE B β 
Intercept 21.74 0.39 *** 23.06 0.61 *** 22.90 0.60 *** 
Self-Concept Clarity(SCC) 0.32 0.05 .40*** 0.31 0.05 .39*** 0.47 0.07 .59*** 
Immigrant    -0.93 0.88 -.07 -0.91 0.87 -.07 
International     -3.79 0.95 -.26*** -3.68 0.94 -.25*** 
SCC*Immigrant       -0.24 0.11 -.19* 
SCC*International        -0.28 0.12 -.16* 
R2 .16 .22 .24 
F change  44.72*** 8.31*** 3.67* 
Note. Model 1 only includes self-concept clarity, model 2 is the model testing for main effects,  and model 3 is the interaction model. Self-concept 
clarity is mean-centered. Student group is denoted as two dummy coded variables *p  <  .05, **p  <  .01, *** p  <  .001. 
 
 
 
 
 
WHO I AM IS SHAPED BY MY PAST AND IMPACTS MY FUTURE           336 
 
Table 6 
Main Effect and Interaction Regression Models (Same-Sex Self-Concept + Student Group) for Math Anxiety as an outcome 
  Self-Concept Only Main Effects    Interaction Model 
Variable B SE B β B SE B β B SE B β 
Intercept 20.71 0.39 *** 22.23 0.61 *** 22.20 0.62 *** 
Same Sex  0.00 0.04 .01 -0.03 0.04 -.04 -0.01 0.06 -.01 
Immigrant    -1.11 0.88 -.09 -1.12 0.88 -.09 
International     -4.28 0.97 -.32*** -4.07 0.98 -.30*** 
Same Sex*Immigrant       -0.12 0.10 -.09 
Same Sex*International        
0.05 0.11 .04 
R2 .00 .08 .09 
F change  0.01 10.09*** 1.14 
Note. Model 1 represents the self-concept only model, model 2 is the model testing for main effects,  and model 3 is the interaction model. Same 
sex self-concept is mean-centered. Student group is denoted as two dummy coded variables *p  <  .05,  **p  <  .01, *** p  <  .001. 
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Table 7 
Main Effect and Interaction Regression Models (Same-Sex Self-Concept + Student Group) for GPA as an outcome 
  Self-Concept Only Main Effects    Interaction Model 
Variable B SE B β B SE B β B SE B β 
Intercept 77.28 0.64 *** 78.53 1.02 *** 78.57 1.03 *** 
Same Sex  -0.06 0.07 -.06 -0.09 0.07 -.08 -0.13 0.10 -.12 
Immigrant    -0.76 1.49 -.04 -0.79 1.50 -.04 
International     -3.72 1.61 -.17* -3.69 1.65 -.17* 
Same Sex*Immigrant       0.10 0.18 .05 
Same Sex*International        
0.07 0.18 .03 
R2 .00 .03 .03 
F change  .71 2.82+ .18 
Note. Model 1 represents the self-concept only model, model 2 is the model testing for main effects,  and model 3 is the interaction model. Same sex self-concept is mean-centered. 
Student group is denoted as two dummy coded variables † =  p between .05 and .08, p  <  .05,  **p  <  .01, *** p  <  .001. 
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Table 8 
Main Effect and Interaction Regression Models (Same-Sex Self-Concept + Student Group) for Psychology Grade as an outcome 
  Self-Concept Only Main Effects    Interaction Model 
Variable B SE B β B SE B β B SE B β 
Intercept 76.94 0.78 *** 79.64 0.09 *** 79.70 1.20 *** 
Same Sex  -0.07 0.09 -.06 -0.14 0.08 -.11 -0.19 0.12 -.15 
Immigrant    -1.88 1.74 -.08 -1.94 1.75 -.08 
International     -8.12 1.93 -.31*** -7.83 1.98 -.30*** 
Same Sex*Immigrant        0.06 0.21 .02 
Same Sex*International        
0.17 0.21 .07 
R2 .00 .08 .08 
F change  .74 9.16*** .31 
Note. Model 1 represents the self-concept only model, model 2 is the model testing for main effects,  and model 3 is the interaction model. Same 
sex self-concept is mean-centered. Student group is denoted as two dummy coded variables *p  <  .05,  **p  <  .01, *** p  <  .001. 
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Table 9 
Main Effect and Interaction Regression Models (Honesty Self-Concept + Student Group) for Life Satisfaction as an outcome 
  Self-Concept Only Main Effects    Interaction Model 
Variable B SE B β B SE B β B SE B β 
Intercept 21.58 0.42 *** 23.21 0.66 *** 23.15 0.67 *** 
Honesty  0.14 0.04 .20** 0.11 0.04 .16* 0.14 0.07 .21† 
Immigrant    -1.60 0.95 -.12 -1.54 0.96 -.12 
International     -3.96 1.03 -.27*** -3.97 1.05 -.28*** 
Honesty*Immigrant       -0.04 0.10 -.04 
Honesty*International        -0.06 0.12 -.04 
R2 .04 .10 .10 
F change  9.75** 7.34** 0.15 
Note. Model 1 represents the self-concept only model, model 2 is the model testing for main effects,  and model 3 is the interaction model. 
Honesty self-concept is mean-centered. Student group is denoted as two dummy coded variables. † =  p between .05 and .08, *p  <  .05, **p  <  
.01, *** p  <  .001. 
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Figure 1. Group differences in the prediction of math anxiety by math self-concept 
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Figure 2. Group differences in the prediction of life satisfaction by self-concept clarity 
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Study 1 Approval Forms 
 
 
WHO I AM IS SHAPED BY MY PAST AND IMPACTS MY FUTURE           343 
 
 
 
 
WHO I AM IS SHAPED BY MY PAST AND IMPACTS MY FUTURE           344 
 
 
WHO I AM IS SHAPED BY MY PAST AND IMPACTS MY FUTURE           345 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
WHO I AM IS SHAPED BY MY PAST AND IMPACTS MY FUTURE           346 
 
Studies 2 and 3 Approval Forms  
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Study 4 Approval Forms 
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